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ABSTRACT
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Individualized Faculty Statements
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David A. George, B.S., Arizona State University
M.P.A., Syracuse University, Ed.D., University of Massachusetts
Directed by:

Professor Peter Wagschal

The current financial and identity problems in higher
(post secondary)

education have provided both a stimulus

and backdrop for changes that are responsive to the multiple
pressures acting upon universities and colleges.

One develop¬

ment that addresses simultaneously the issues of organizational
accountability and professional development for individual
faculty members is the Individualized Faculty Statement (IFS)
process utilized in the School of Education at UMass/Amherst.
In the present study,

the evolution of the IFS concept was

traced and the implementation of the IFS process evaluated.
Additionally,

a theoretical construct based primarily on

organizational theory is presented as one explanatory
perspective of the IFS process.
The IFS,

in its final form,

is a narrative statement of

a faculty member's commitments in the areas of teaching,
research and service for an entire academic year.

The state¬

ment is generated through a process where the basic intent is
to provide an opportunity to maximize the congruence between
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individual and institutional goals.
as follows:

The process is summarized

The initial process of colleagual and administra¬

tive review makes explicit the faculty member's professional
direction;

ensures coordination of the activities among

members of faculty subgroups,
their academic disciplines;

especially those related through

and enables administrators to

make annual and longer term projections of the School's programs
Interim review of plans and programs provides a mechanism of
flexibility in the faculty member modifying plans or the
institution responding to new needs.
The evaluation of the IFS process covers several phases
of development and implementation between 1969 and 1975.
Utilization of the Stufflebeam,

Context/Input/Process/Product

(CIPP) model of evaluation, permitted consideration of a
number of factors relevant to the design and implementation of
the IFS.

However,

the actual IFS process and evaluation were

truncated early because of institutional difficulties that
were beyond the control of this process.
Among the major conclusions of the study are the following
Faculty development programs will probably increasingly be
considered an integral part of post-secondary education
institutions and not just a passing fad.

What impact an

eventual easing of the current financial constraints will have
on these programs in post-secondary education however is not
clear.
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Faculty development programs should be concerned with
issues of institutional effectiveness as well as direct,
professional development of faculty.
If a contractual model is used such as the Individualized
Faculty Statement process as a basis for faculty development
programs,

the flexibility of the contract mechanism should be

carefully developed so as to not overly restrict the responsive¬
ness of the faculty members or the institution.
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CHAPTER

I

INTRODUCTION

Background

The central role of organized activity in our society
challenges organizations to accurately respond to and assist
in the development of priorities for the larger society and
for the individuals within the organizations, as well as for
corporate products.
sistently identify,

The capability of an organization to con¬
confront and implement needed changes, in

other words to "renew” itself, is vital to this challenge.
While a renewal capability ideally should exist for all
organizations, the concept is particularly crucial for those
institutions which have an impact on the basic renewal proces¬
ses of our society.

Post-secondary education, which is gener¬

ally considered to have a primary role of developing and trans¬
mitting knowledge and skills,
institution.

is a primary example of such an

Deterioration of post-secondary education then

could have a compounding negative impact on the capacity

(and

many times the willingness) of a society to support renewal
activities in other aspects of society.
As one part of the complex and interrelated education
system in the United States, post-secondary education, espe¬
cially in universities and colleges,

is being subjected to
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numerous pressures that are leading to a new era of increased
austerity and scrutiny.

Budget cuts, faculty and staff reduc¬

tions, decreased student enrollment, legislative interventions
l&ck of consensus over the direction of post—secondary ed¬
ucation (all of which could possibly be categorized into the
two general areas of economics and leadership) are only several
examples of the pressures which are generating varied reactions
among the staffs of many post-secondary institutions.

Increas¬

ed concern for responsibility and accountability, often seem¬
ingly at the expense of the more traditional concerns of aca¬
demic freedom and professional growth, is resulting in pessim¬
istic perspectives in many quarters.

More optimistic perspec¬

tives also exist, although understandably they do not appear
to be as prevalent.

A representative scenario of these posi¬

tive perspectives might include the following:

The existence

of the current economic and leadership crises, as potentially
dysfunctional as they appear, also provide the institution
of post-secondary education with an opportunity to help iden¬
tify,

confront and implement necessary changes.

This capabil¬

ity for renewal, successfully engaged, could eventually help
to strengthen post-secondary education and to make it more
effective.
Statement of Purpose

Concomitant with attempts to address these issues at the

3
wider institutional level of post-secondary education in gen¬
eral, there must be similar attempts at the singular, organiz¬
ation level.

It is in this latter area, in fact, that the full

impact of the economic and leadership pressures are most acute¬
ly

and immediately experienced.

Since 1969, the faculty and

administration at the School of Education, University of Massa¬
chusetts, Amherst, have been developing and implementing a pro¬
cess which attempts to help provide academic accountability and
responsiveness at the organization level while at the same time
safeguarding and facilitating professional development opportun¬
ities for individual faculty members.
as the Individualized Faculty Statement

This effort, referred to
(IFS) process during the

time of this study, is being advanced as one example of a re¬
newal strategy appropriate for both the individual faculty and
the organization levels of the School.
The present study describes the theoretical foundation
and applied dimensions of the renewal concept as well as the
implementation and evaluation of the Individualized Faculty
Statement process from 1969 through the 197V75 academic year.
From 1970, the writer served as an administrator in the
School’s Office for Academic Affairs and was assigned principal
responsibility for the development, implementation and evaluation
of the IFS process.

Definition of Significant Terms

The following section Includes preliminary definitions

of significant terms found in the title and statement of pur¬
pose.

In most cases the terms are further developed in the

remainder of the study.
Renewal
The basic concept of renewal is taken from John Gardner's
1
Self-Renewal:
The Individual and the Innovative Society.
At
the individual level, the concept refers to the capacity of an
individual for continuous adaptability in response to a chang¬
ing environment or evolving personal needs.

The present study

focuses on the renewal of professional teaching faculty rather
than students, professional non-teaching, or general staff.
At the level of the organization, Wendell French and Cecil Bell
Jr.

paraphrase Gardner's work in describing a self-renewing

organization.

Such an organization would be characterized by

M,.,the avoidance of organizational decay and senility; the
regaining of vitality, creativity and innovation; the further¬
ance of flexibility and adaptability; the establishment of
conditions that encourage individual motivation, development
and fulfullment; and

'the process of bringing results of change

into line with purpose."'2

Another definition of organization

renewal offered by Gordon Lippitt

" • • .is the process of in¬

itiating, creating and confronting needed changes so as to make
it possible for organizations to become or remain viable, to
adapt to new conditions, to solve problems, to learn from ex¬
periences and to move to greater organizational maturity."
Organizational maturity is further defined by Lippitt as an
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organization’s ability to achieve organizational objectives,
to maintain and improve its internal systems, and to adapt to
the external environment.
Organization
The term organization is variously defined depending on
the perspective of the particular author.

Talcott Parsons, a

sociologist, defines organizations as social units or human
groupings "...deliberately constructed and reconstructed to
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seek specific goals.

An author with an economic orientation

would be likely to emphasize the non-human or technological
means of seeking specific goals, usually defined in terms of
production.

A preliminary and simple definition of organiza¬

tion used in the present study includes the purposeful combin¬
ation of both human and technological (materials and/or pro¬
cesses) resources for the attainment of pre-determined objec¬
tives .

The Individualized Faculty Statement

As indicated earlier, the Individualized Faculty State¬
ment process is designed to help provide academic accountabil¬
ity and responsiveness at the organizational level on a con¬
tinuous basis, as well as to safeguard and facilitate profes¬
sional development opportunities for individual faculty members.
Stated in a slightly different manner in order to emphasize
the tie with the renewal concepts previously discussed, the IFS
process attempts to maximize the fit between institutional and
individual goals, while at the same time facilitating the School's
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ability to respond to changing needs and requirements.

The

IPS process is reviewed in the present study as a schematic
process or framework for renewal in the School of Education.
In abbreviated form, the primary structural and conceptual
aspects of the IPS process are as follows.
prospective professional activity

A statement of

(including teaching, ad¬

vising, research and services) is developed by each faculty
member for the coming academic year.

The Statement is in¬

tended to be developed on the basis of the faculty member’s
understanding of institutional and professional/personal
needs.

The range of professional activity in which the facul¬

ty member can participate has been made as wide as possible
in order that the particular strengths of the faculty member
may be best utilized, and the needs of the School may be best
met.

For example, while all Education faculty are required to

have at least a minimum teaching load, the remainder of the
faculty member’s professional activity can be variously div¬
ided among teaching, advising, research and service.

The

Statement is initially reviewed at the basic academic unit
level in the School—the Cluster.

Clusters are a relatively

loose grouping of related education programs.

The programs

range from standard education areas such as foundations and
administration, to not so standard areas of urban and human¬
istic education.

The combining of these programs into clusters

was an attempt to provide increased flexibility and integration
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for the School’s total academic program, while retaining at
least some measure of the organizational predictiveness in
the more traditional education department structure.

The

review involves both programmatic and professional growth
considerations for individual faculty members as well as for
the total faculty of the Cluster.

Changes in the Statement

or program structure of the Cluster are negotiated as approp¬
riate.

The faculty Statements for each Cluster are reviewed

at the Deans level before final approval is given.

The approv¬

ed Statement becomes a guideline for the academic year, both
for the individual faculty member and the Cluster Chairperson.
During the academic year, desired changes in the professional
activity of the faculty member are negotiated in a similar
manner, with final approval typically occurring at the Cluster
level.

While the Statement is not contractual or binding in

any strict sense,

it is an important source of information for

personnel action considerations.

Completed professional ac¬

tivity of a faculty member is reported after the academic year
is completed.

Post-Secondary Education
Post-Secondary Education is generally used as a broader
concept than higher education.

As such it implies community

and junior colleges, as well as four-year colleges and univer¬
sities—private as well as public.

Proprietary schools

(private

vocational schools) are often included in the Post-Secondary
Education definition.

For the purposes of this dissertation.
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however, references to post-secondary education will encompass
only the realm of the 4-year college and the university unless
otherwise stated.

It is typically this area of post-secondary

education which is facing severe resource limitation, declining
enrollments, and a variety of related pressures.

The conflu¬

ence of these pressures heightens the importance of effective
renewal procedures particularly in this sector of post-secondary
education.
School of Education, University of Massachusetts, Amherst
Although the focus of this study is on the concept

of

organization renewal and the Individualized Faculty Statement
as a renewal process, a basic understanding of the School's
history and current status is considered important for two rea¬
sons:

1.

Any attempt to transfer the IPS process to another

organization should be done with some understanding of the con¬
ditions that existed at this School during the development and
implementation of the IFS

process.

2.

Conditions in the

School have had a direct bearing on the completion of this study,
especially the evaluation portion.
Therefore, while a detailed presentation on the School is
considered beyond the scope of the current study, a brief sum¬
mary of the School is included below.

Readers desiring more

information concerning the School are referred to the following
material:
1.

Unpublished dissertation by G. Lyman Brainerd
entitled Radical Change in a School of Education,
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September 1967-1969:

A Study of Leader-Dominated

Change in a University Subcomponent.
2.

National Council for Accreditation of Teacher
Education - A Report of the Visiting Team - March

- ,

20 22
3.

.

1972

Report of the Visiting Committee to the School of
Education of the University of Massachusetts, July
1975.

The School of Education at the University of Massachusetts
(Amherst), presents a distinct and evolving profile which in
some ways parallels the national experience in post-secondary
education, but in other ways reflects a unique set of circum¬
stances.

At least a partial outline of this profile is des¬

cribed in a February 28,

1975 letter from the President of

the University of Massachusetts, Robert Wood, to a Visiting
Committee invited to review and assess the School of Education.

Seven years ago, with the appointment of Dwight
Allen as new Dean, the School of Education embarked
on a course and direction dramatically different
from the one that it had been following.
The thrust
of the School changed from traditional teacher pre¬
paration to in-service and pre-service education of
administrators, policymakers, and teachers through
programs, modes and philosophies that are non-traditional, innovative, humanistic and experimental.
In the process of development of these programs,
the School has often attracted controversy as well
as renown, has known turmoil as well as excitement,
and has operated in an ambience that includes con¬
fusion as well as creativity.5

After an initial period of growth in numbers of faculty,
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students, and projects funded from outside the University, the
School is currently experiencing a leveling off, and in some
instances a decrease in the level of financial and personnel
resources available to it.

Programmatic and resource alloca¬

tion decisions previously made under conditions of an expand¬
ing resourse base, now have to be made under the exact opposite
conditions, creating new pressures on the administrative and
governance apparatus of the School.

Although this is currently

a common condition in the Massachusetts Public Higher Education
System as well as in many post-secondary institutions across
the country, the restricted availability of resources is having
a particularly noticeable impact on the School of Education
given its previous history of rapid growth and program develop¬
ment .
Substantial additional pressure was applied to the School
starting in the late 197^ Fall Semester when an initial ques¬
tion regarding the use of Federal funds escalated to the even¬
tual resignation of four out of the six Deans, a series of
financial and academic audits and Federal Grand Jury indictments.
Numerous committees and taskforces have resulted from these
events and will in all probability substantially affect the
nature of the School for the foreseeable future.
Limitations of the Study
A listing of the limitations indicates political as well
as procedural and substantive problems.

Some of the limitations.
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such as the constraints on the evaluation, will be discussed
more fully in later chapters.
1.

After the idea of a faculty contract process had been

developed by a faculty committee within the School, implemen¬
tation was carried on primarily by the writer.

During the

period covered by the present study, 1969-1975, he was an
administrative assistant on the School’s central administrative
staff although he was also a lecturer on a part-time basis.
While this "inside” position was generally advantageous, sev¬
eral limitations can be identified.

Working within an admin¬

istrative team limited to some extent the independence of ac¬
tion for the writer relative to that which might have been
accorded to an "outside" consultant.

There were few decisions

of any import however, which did not basically reflect the
position of the writer.

A related, potential limitation in

this area was the perceived or real administrative orientation
of the writer as viewed by the faculty.

Attempts to overcome

this limitation centered primarily on the extensive involvement
of a wide range of individual faculty members and faculty com¬
mittees at various stages of the IFS project.

A final limit¬

ation involved the amount of time that the writer was able to
devote to developing the

IFS project.

The writer's admin¬

istrative responsibilities often focused on

here and now

operations, and there rarely appeared to be adequate time re¬
maining for

IFS project development.
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2.

The state of the School during the 19711-1975 academic

year had a substantial impact on the implementation and evalu¬
ation of the IPS

process.

As noted earlier in the defini¬

tion of the School, financial and academic audits, and a sub¬
stantial leadership change characterized much of the year.
Important changes such as more responsive personnel and curric¬
ulum practices, and improved goal definition that had been start¬
ed during the 1973-197^ academic year, were delayed.

The uncer¬

tainty of direction and pace of future events, and the energy
required to respond to the basic survival needs of the School
seriously affected most developmental activities such as the
I F S

process.

Consequently, although approximately one-half

of the internal evaluation on the IPS

had been completed,

it was decided that any further evaluation of the I F S
cess would be inappropriate at that time.

pro¬

The information

that was collected however, was analyzed and provided the foun¬
dation for a modified IPS

proposal that was subsequently

approved by the faculty for the 1975-1976 academic year.
3.

The question of generalizability of the I F S

to other organizations is particularly sensitive.

process

While the

general concept of renewal has wide applicability, use of the
specific I F S
indicated.

process in other circumstances is not clearly

For example, the experience at the School of Educa¬

tion with the IPS.

process has been a function not only of

the characteristics that the School has in common with other
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similar organizations, but also of the uniqueness which helps
to identify the School.

Current restrictions, and in some

cases reductions in resources represent a common phenomenon in
many universities and colleges that provide increased impetus
for improved resource utilization.
organizations

However, except in those

(like the School of Education) which are charac¬

terized by a range of professional activity alternatives, mul¬
tiple programs and objectives, and an administrative philosophy
that stresses responsiveness and involvement, the time and
effort required for an I F S type process may be inappropriate.
Also the experience of the School with implementing the Indi¬
vidualized Faculty Statement process indicates that fundamental
questions such as appropriateness of goal development and nec¬
essary use of administrative committment must be answered if
the process is to have any chance of succeeding.

Significance of the Study

The primary significance of the present study is the model
of individual and organization renewal that is advanced, and
the timing of the study itself.
riate modifications,

The I F S

model with approp¬

is presented as one means of improving

the capability of the School of Education and many profession¬
ally oriented organizations

(especially in post-secondary edu¬

cation) to achieve a condition of renewal or self-generated,
continuous improvement.

While the model presented here repre-

sents little more than a schematic mechanism for individual
faculty planning, the potential impact of the I F S

process

derives from its comprehensive and integrating nature.

Fac¬

ulty planning, combined with faculty development and faculty
evaluation, are integral parts of organization planning and
performance.

It is also a significant feature of the I F S

model that unplanned,
istic,

"whimsy" factors are viewed as a real¬

in fact vital part of any organization's attempt to

promote a creative and responsive working environment.
The timing of this renewal effort is significant.

After

several years of relative success at securing needed financial
and personnel resources, the School of Education has been in¬
creasingly forced to reallocate existing resources for program
development because of severely limited resource availability.
Administrative and political problems are much more severe in
the current condition.

A further confounding factor is the

possibility, or in some cases the reality of legislative inter¬
vention,

especially at the State level, resulting in ever in¬

creased demands for accountability and efficiency.

Similar

situations are occurring throughout much of the country, creat¬
ing a near depression of job opportunities which seriously lim¬
its the mobility of faculty throughout the system of post-sec¬
ondary education.

It is because of the confluence of these

economic and political factors that issues of faculty develop¬
ment and organization responsiveness become timely if the pro¬
fessional and institutional prerogatives that provide the foun¬
dation for the varied missions of post-secondary education are
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not to be compromised.

The IPS

process is suggested as one

strategy within which the integration of faculty and institu¬
tional concerns could lead to a condition of renewal for the
faculty and the School in this critical period.

Overview of the Study

The remainder of this present study includes a review of
several theoretical and applied dimensions of the renewal con¬
cept, an expanded description of the Individualized Faculty
Statement process, the evaluation of this process and a summary.
More specifically Chapter 2 is concerned with the theoretical
and applied considerations of the self-renewal concept.

Organ¬

ization theory is used as the basic explanatory theory for self¬
renewal of organizations.

Open systems theory is considered as

a key component of organization theory’s explanation of organ¬
izational renewal and the Individualized Faculty Statement pro¬
cess.

Participative organizational contracts, developed from

the theory of contract systems, introduces the applied aspects
of this Chapter, a management technique referred to as Manage¬
ment By Objectives

(MBO).

MBO or related techniques are common¬

ly used in organizational renewal strategies, including the In¬
dividualized Faculty Statement process.

The subject for Chapter

3 is faculty development as a general strategy for self-renewal
in post-secondary education.

After a critique of current facul¬

ty development efforts, various factors acting as a catalyst to
such efforts are presented.

The last part of the Chapter con-
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tains a review and discussion about two faculty development
programs in other post-secondary education institutions that
appear to be based on self-renewal concepts.

Chapter 4 further

defines the Individualized Faculty Statement process by tracing
its evolution within the School and its relation to the self¬
renewal concepts developed earlier.

This is accomplished by

the use of an evaluation methodology that stresses the life
of a project including its diagnosis, implementation, process
and product stages.

An analysis of this evaluation and recom¬

mendations for further development are also provided.

The

summary in Chapter 5 focuses on the framework of an effective
faculty development program using the Individualized Faculty
Statement as a model and also on the longer range prognosis
for faculty development programs in general.
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Chapter I
Footnotes
1
John W. Gardner, Self Renewal:
The Individual and the
Innovative Society
(New York:
Harper and Row, Publishers, 1963).
2
Wendell L. French and Cecil H. Bell, Jr.,
Organization
Development:
Behavioral Science Interventions for Organization
Imporvement,
(Englewood Cliffs, N.J.:
Prentice-Hall^ Inc.,
1973), P. 16.
3
Gordon L. Lippitt,
Organization Renewal:
Achieving
Viability in a Changing World (New York:
Meredith Corporation,
1969), p. 1.

4
ties

Talcott Parsons, Structure and Process in Modern Socie¬
(Glencoe, Ill.: The Free Press, I960), p. 17.
5

Pres. Robert Wood, letter to the Visiting Committee,
University of Massachusetts, February 28, 1975.
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CHAPTER

II

THEORETICAL AND APPLIED CONSIDERATIONS
OF THE SELF RENEWAL CONCEPT

The Individualized Faculty Statement was previously des¬
cribed as a process that attempts to maximize the fit between
institutional and individual goals, while at the same time
facilitating the School’s ability to respond to changing needs
and requirements.

This general purpose was placed within the

conceptual context of self-renewal, both for the individual
faculty member and the organization.

The purpose of this Chap¬

ter is to further review the concept of self-renewal, in both
•

its theoretical and applied dimensions.

r

It is also the organ¬

izational rather than the individual aspect of self-renewal
that is emphasized.

Introduction to the Self-Renewal Concept

John Gardner’s book on Self Renewal:

The Individual and

the Innovative Society, was a major force in popularizing the
concept of self-renewal during the mid-1960’s.

Writing on the

need to arrest those aspects of our Society which are suppos¬
edly deteriorating, Gardner’s main theme is that it is through
the release of the creative, adaptive individual that Society
will achieve its ultimate capacity for renewal by developing
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a

...system or framework within which continuous Innovation,

renewal and rebirth can occur."1

A major link between the in¬

dividual and society, however, is the human organization, rep¬
resenting both the public and private means through which most
of the framework of society is defined.

In Gardner’s thinking,

it is axiomatic that both individual and organizational renewal
be present if societal renewal is to take place.

(Individual,

organizational and societal renewal are all considered primary
subsets of the general concept self-renewal).

Both individual

and organizational renewal affect and in turn are affected by
each other in the dynamic, transactional process, with the em¬
phasis being on continuous process as opposed to a static con¬
dition.

The uniqueness of the self-renewal concept lies in its

"wholeness" approach and its almost universal applicability at
the individual, human organization and societal level.
The general characteristics of organizations within a given
society are primarily determined by a confluence between the hu¬
man values and the stages of technological development of that
society.^

Despite the presence of strong democratic and indivi¬

dualistic values in America, the history of organizations in
America and throughout much of Western culture provide some
rather substantial barriers to the kind of renewal model that
Gardner advocates.

The impact of the industrial revolution,

for example, with its emphasis on technological growth and
economies of scale appears to have had a substantial and con-
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tinuing effect on the nature of organizations.

It is also

commonplace for organization theorists and social critics to
sound pessimistic about the future of organizations.

John

Kenneth Galbraith warns that we are in danger of sublimating
our human needs to the needs of the industrial system.3
Argyris,

Chris

following up his now well-known presentation on the

inherent incongruency" between

"...the basic properties of

relatively mature human beings and formal organization..."
states that "man has the dubious honor of brilliantly design¬
ing human organizations that are destined to...slowly deterio-

5
rate."

The dilemma of the current condition is stated simply

by George Homans^ when he observes that man can live neither
with nor without organization.

"He needs the products of or¬

ganization, .. but while these are being produced, man must sac¬
rifice opportunities at having his
for."

’humanness’ adequately cared

Carrying the scenario to another conclusion, John Gardner

holds that the inability of our institutions to resolve this
dilemma between organizational and individual need, to reverse
these processes of "dry rot", will eventually lead to the collapse of organizations and the ultimate collapse of our society.
While the nature of organizations continues to be much
maligned, there paradoxically have been few major alternatives
suggested by Western organization theorists.

In fact, in a

Symposium on Organization for the Future, reported in Public
Administration Review in 1973» one of the major themes of the
lecturers was that the basic features of organizations as we

g

know them now will probably continue into the 21st Century.

7
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Even the democratic, organic adaptive structures suggested by
9
Warren Bennis
or the similar Ad-hocracy model popularized by
Toffler

speak more to the evolution and improvement of cur¬

rent organization structure than to the dismantling of it.
The concept of self-renewal is in the same vein as these views
of the organizational future, an attempt to extend and improve
the nature of organizations—not dismantle them—while also
safeguarding and increasing the viability of the individuals
connected with them.
Subsequent works on organizational renewal have further
elaborated the concepts presented by Gardner.

11

But for all

these and more efforts, the status of organizational renewal
has advanced little beyond the personal position initially ex¬
pressed by Gardner.

There are at least three possible explan¬

ations for this situation.

First, much of the intellectual

foundation of organizational renewal represents a departure
or at least a new synthesis from established ways of understand¬
ing organizations.

The relatively short period that has elap¬

sed since the introduction of organizational renewal concepts
may have been insufficient to allow clear identification and
acceptance of the new synthesis.

The contention that organiz¬

ation thought is in a transitional stage is supported at least
to some extent by the spate of recent periodical articles on
the need for new perspectives on organizations. '

The second

part of the explanation of why organizational renewal has not
become widely adopted is that it has become subsumed by a pop-
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ular management practice called organization development.

For

the sake of achieving a fuller development of the organizational
renewal concept, differences between organizational renewal and
organizational development are emphasized.

This differentia¬

tion is further explained later in this section.

Suffice to

say now that there does exist some confusion as to the approp¬
riate use of the terms although French and Bell in their recent
Organization Development state that organization renewal "...is
perhaps a broader term."13
Finally, the early promise that Gardner's work would re¬
present a popular break from the extant organizational, util¬
itarian ethic of organizational needs and goals being dominant
over individual needs and goals has not materialized.

Although

the self-renewal concept has served to help reduce the disparity
between the organization and the individual, it has not re¬
versed the basic organizational primacy.

As such, self-renewal

has been viewed more as evolutionary than revolutionary, and
in some cases more as a fad than an important contribution to
organizational thought.

Assumptions for Organizational Renewal
The underlying assumptions for organizational renewal
can be identified through an analysis of the definitions pos¬
ited by French and Bell, and Lippitt, referenced earlier.
Both definitions are used because it is the writer's position
that neither definition alone provides the full scope of the
organizational renewal concept.

A more complete definition
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will be suggested in the conclusion to this Chapter.

Repeat¬

ing these earlier definitions, French and Bell paraphrase
Gardner, describing organizational renewal as "...the avoid¬
ance of organizational decay and senility; the regaining of
vitality, creativity, and innovation; the furtherance of
flexibility and adaptability; the establishment of conditions
that encourage individual motivation, development and fulfill¬
ment; and ’the process of bringing results of change into line

14
with purposes."

Gordon Lippitt defines organizational re¬

newal as "...the process of initiating, creating and confront¬
ing needed changes so as to make it possible for organizations
to become or remain viable, to adapt to new conditions, to
solve problems, to learn from experiences, and to move toward
greater organizational maturity." 16Lippitt defines organiza¬
tional maturity as "...progressing toward a potential capacity
to achieve organizational objectives, to maintain the improve
the organization's internal systems, and to adapt to the ex-

,,16

ternal environment."

From these definitions and their supporting literature
the key assumptions underlying the concept of organizational
renewal are derived primarily from how the organization is
viewed and also from how the role of the individual in the
organization is viewed.

1.

The renewal concept for an organization holds that

the various components of an organization such as goals, tasks
technology,

individuals,

structure and the environment, exist

2H
in a dynamic,

interdependent relationship.17

The theoretical

foundation for this perspective is contained in open systems
theory as applied to organizations, a subject discussed at
more length later on in this Chapter.

The implications for

this perspective are substantial and represent a significant
departure from current organizational practice.

In making

it possible for organizations to become or remain viable,"
any one of the previously mentioned organizational components
represents a potential source of opportunity or challenge.
For example, an external client group can be supportive or
c^ikica.1.

Technological change can be benign or disruptive.

As another dimension, action taken in any one organizational
component will probably have at least some effect on the other
components.

Technological changes in organizations, for exam¬

ple, usually result in new task assignments, goals and humansocial arrangements.
is also critical.

The dynamic aspect of this perspective

Few subsystems within an organization are

ever viewed as static in organization renewal.
changes in external alliances or pressures,
usually obvious.

Continuous

for example, are

Less obvious, but equally important are the

continuous changes that occur in subsystems like human-social,
technological and structural that often take place in response
to changes in the external conditions.

Under these dynamic

interacting conditions, management must be knowledgeable about
all aspects of the organization, especially including relevant
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parts of the organization’s environment in the case of public
organization.

Management must also realize that detailed,

comprehensive planning in complex situations will often be
significantly affected by unplanned events or necessarily
incomplete knowledge.

2.

While the non-human subsystems such as tasks, goals,

structure and technology are vital to the concept of organ¬
izational renewal, it is the individual or human-social sub¬
system that is a primary factor in most organizational sit¬
uations.

Again quoting from French and Bell’s definition of

organizational renewal, it is an important concern of any such
effort to establish conditions "...that encourage individual,
maturation, development and fulfillment."

The assumptions

concerning individuals for the organizational renewal concept
have two primary dimensions:

A)

potential of individuals, and B)

The growth and contribution
Implications of individual

growth for organization change.
A.

Drawing heavily from a group of behavioral scientists

generally associated with that segment of organization theory
18
usually referred to as Industrial or Organizational Humanism,
an individual’s potential for growth and contribution in an
organization is seen in a positive manner from the concept of
organization renewal.

Individuals are considered to have pos¬

itive attitudes toward personal growth and development, and
should not be considered as a fixed entity in terms of their
knowledge,

skills,

interests or personality characteristics.
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The individual is typically expected to have the opportunity
to "...participate and contribute to problem solving in order
to achieve corporate purposes....^ a basic democratic value.
So while incongruencies continue to exist between the basic
properties of relatively mature human beings and formal organ¬
ization the assumption in organizational renewal is that this
incongruency is not inherent;

it is reversible; it is improv-

able.
B.

The second category of assumptions deals with the

implications of individual growth for organizational change.
The preceding assumptions about individuals from the organ¬
izational renewal perspective based in the main on humanistic,
developmental, optimistic and democratic values, suggest

a

v&Fiaty of implications for the operation of a renewing organ¬
ization.

Organized activity is characterized as much by the

efforts of groups or dyads, as it is by individuals acting
alone.

Accordingly, high premium is placed on the understand¬

ing of group interaction in the organizational renewal concept.
Models based on intra- and inter-group collaboration and trust¬
ing relationships are considered at least as important as models
based on power, coercion and competition, for example.

Exper¬

ience and intuition suggest that both sets of behaviors are
operating in varying degrees in most organizational settings.
The earlier reference to democratic values frames another
implication.

To paraphrase the conclusion of Katz and Kahn,
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there is a sensitive balance between a nominal democracy and
a functioning oligarchy.

The opportunity for individuals to

personally develop and participate in organizations is key to
the survival of our basic democratic Institutions. "If Industry,
education and executive government, (education added by writer) as
central sectors of modern life are to contribute significantly
to democratic and pluralistic values, they can scarcely deny
such values in their own operations for the sake of efficiency."20
To the extent that the foregoing assumptions about individuals
in organizations are valid, change strategies involving these
human resources should be basically consistent with these as¬
sumptions .
3.

A final assumption commonly mentioned in the liter¬

ature on renewal deals with the importance of the psycholog¬
ical contract.

"The concept of the psychological contract

connotes the idea that the employee has certain expectations
of the employing organization, and that the employing organ21
ization expects certain things from the employee."
Given
that the foregoing assumptions about the capacity and need
for individuals to be potentially an active agent in organ¬
ization life is valid, then some form of the psychological
contract could be assumed to serve as a mechanism for a renew¬
al strategy between an organization and its employees.
While these are fundamental assumptions in organizational
renewal as well as in much of organization thought, there are
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at least several Important qualifications to those assumptions.
A.

The basis for these assumptions Is still at the theoretical

level, having not been conclusively substantiated by empirical
study.

B.

In reality, not all individuals fall within this

"mature" model, and it would be the foolish manager who would
think otherwise.

C.

The ability of any individual to be po¬

tentially "in process" and participating as opposed to being
static and uninvolved is to a large extent a function of the
particular conditions

(e.g.

time available, value of task,

management philosophy) present in any given organization set¬
ting,

D,

Because of its basis in the interactive nature and

complexity of human organization, and because of its relative
newness in applied organization thought, organization renewal
more typically represents a way of thinking or a general ap¬
proach to the study of organization problems rather than a
series of specific techniques.

Organizational Renewal and its Relation to Organization Theory.
"Every age develops an organizational form and lifestyle
22
most appropriate to the genius of that age."
Organization
theory in the systematic application of thought and knowledge
to this organizational life.

Organization theorists and prac¬

titioners hope that the theory will eventually lead to a better
explanatory and/or predictive understanding of the manner in
which organizations operate.

In its relatively brief history

dating from Mooney and Reiley's 1931 book entitled Onward In-
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systematic reporting of organization thought has gone

through a variety of somewhat distinct approaches.

This sec¬

tion briefly reviews some of these alternative approaches and
concludes with a more expanded discussion of the particular
version of organization theory from which the organizational
renewal concept is primarily derived.
Classical organization theory and scientific management.
The last quarter of the 19th Century in America had been
characterized by explosive industrialization and corresponding
ruthless business practices and little protection for workers.
The predominant operational ethic of the period was Social
Darwinism—"the theory of survival of the fittest applied to
social life rather than to the animals..."

It was during

this period that Frederick Taylor developed his theory and
practice of "scientific management" which was to become a major
part of classical organization theory.

His objective was not

only to counter the inefficiency that he thought prevailed in
all of our social activity, but also an often over looked ob¬
jective,

to protect the interests of the working class by mak¬

ing their jobs more objective and standard.
Perrow provides a brief definition of scientific manage¬
ment which was to "...analyze jobs very carefully into their
smallest aspects, analyze the capabilities of the human machine
just as carefully, and then fit the two together to achieve
the greatest economy.

Job techniques would be redesigned to
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make maximum use of human abilities; humans would be trained
to best perform the jobs.”25
scientific analysis,

Thus, through the application of

"the one best method” to accomplish

a particular job could be developed and with a subsequent div¬
ision of labor where appropriate, an objective, value-free
standard of production (not being biased by the worker or man¬
agement, but being set by "unbiased" scientific analysis” would
be established to the benefit of labor and management alike.
The accumulation of such perspectives soon lead Taylor to de¬
clare that "management is a true science, resting upon clearly
defined laws, rules and principles."

In this regard, scienti¬

fic management clearly was hoping to mirror the success of the
physical sciences by applying objective and neutral principles
to the resolution of industrial —man/machine—problems.
While the fairly mechanical and limited nature of the
original scientific management movement was substantially
modified by subsequent theorists

(especially Max Weber) and

practitioners, the fundamental concerns of efficiency, struc¬
ture and "ethical neutrality" generally remained central to
what is now cumulatively called classical organization theory.
Scott's often referenced article on "Organization Theory:
An Overview and an Appraisal"

2 f)

summarizes classical organiz¬

ation theory as primarily a theory dealing with the structure
or anatomy of the formal organization.

The key concept in

classical organization theory is the division of labor although
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three additional "pillars”

of scalar and functional processes,

structure and span of control act as corollaries.*
sociologist Max Weber,

The German

contributed extensively to this develop¬

ment of classical organization theory although his writings
were not readily available in America until after World War II.
His presentation and rationale of legitimate authority systems,
especially the legal-rational authority and modern bureaucratic
structure continues to have substantial impact on the theory
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and practice of private and public administration in our society
Classical organization theory,

in summary, was primarily

developed in response to the social values of the times,

and

in an age of growing achievement in physical sciences offered
the hope of resolving industrial problems through the use of
objective principles.

With the focus of classical organization

*"The scalar and functional processes deal with the ver¬
tical and horizontal growth of the organization respectively.
The scalar process refers to the growth of the chain of com¬
mand, the delegation of authority and responsibility, unity
of command, and the obligation to report.
The division of
the organization into specialized parts and the regrouping of
the parts into compatible units are matters pertaining to the
functional process.
This process focuses on the horizontal
evolution of the line and staff in a formal organization."
"Structure is the logical relationship of functions in
an organization, arranged to accomplish the objectives of the
company efficiently.
Structure implies system and pattern.
Classical organization theory usually works with two basic
structures, the line and the staff.
However, such activities
as committee and liaison functions fall quite readily into the
purview of structural considerations.
Again, structure is the
vehicle for introducing logical and consistent relationships^
among the diverse functions which comprise the organization.
"The span of control concept relates to the number oi
subordinates a manager can effectively supervise."
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theory on the structural elements of the formal organizations,
the individual was considered as an independent variable (and
a weak one at that), and environmental variables received
little attention.

Classical organization theory like class¬

ical scientific theory, tended to view its domain from a "clos¬
ed” or non-interactive perspective.

While it is true that

there have been and continue to be a variety of useful applic¬
ations for this theoretical and practical perspective,

"...the

value of this theory is limited by its narrow concentration on
the formal anatomy of organization."

PB

Ne_o-classical organization .theory and organization development.
Neo-classical organization theory.
The ending of WWII was accompanied by the beginning of
some dramatic shifts in the work philosophy of society.

The

country’s success at industrialization for the war had helped
to allay the impact of classical organization theorists'
cerns over widespread inefficiency.
er and more widespread.

con¬

Organizations became larg¬

The accumulation of knowledge and ap¬

plied technology was resulting in new product and service devel¬
opments plus substantial growth pressures in most sectors of
the economy.

Relative prosperity had replaced the pre-WWII

period of depression.

Now that the survival and security needs

of the individual were being more adequately met by the work
environment,

increased attention was being paid to the social

needs of the worker.

In response to, or at least aided by
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these changing conditions, the Neo-classical organization theory
developing out of the Hawthorne and related studies in the 20*s
and 30's was now gaining respectability and dissemination among
theoreticians and practitioners.
The practical impetus for Neo-classical organization the¬
ory occurred during the 1920's when experiments on changing
environmental conditions in the workplace, with the hope of
isolating factors that would increase productivity, resulted in
outcomes which were contrary to the classical organization thinking of the time.

As summarized by Perrow,

worker productivity

increased even with substantially reduced lighting in one exper¬
iment

(the Hawthorne Studies).

Another experiment led to the

’discovery that workers restricted output and penalized those
who produced more than the group had informally agreed to;...
some supervisors were rated as better leaders than others be¬
cause they treated the employees decently; and...there were
cliques and informal groups."
factors,

It was this "discovery" of social

especially in the informal aspect in the workplace,

that inaugurated the Neo-classical theory of organization.

Neo¬

classical organization theory was initially viewed as an evol¬
ution of classical organizational theory with some distinct
differences.
as given,

The postulates of the classical school are taken

for example, but are "...modified by people, acting

independently or within the context of the informal organiza¬
tion. "^°

While classical organization theorists relied on
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economic considerations to explain motivation, early Neo-clas¬
sicists "...extended the motivational horizons of management
to the social and the psychological."31

Techniques such as

participation, democratic leadership and recognition of infor¬
mal groups were introduced in an attempt to reconcile differ¬
ences between management and the workers.

Ultimately, however,

management retained dominance over the workplace and the worker
as was the case in classical organization theory.
This sector of Neo-classical organization theory is often
referred to as the Human Relations School, especially when con¬
trasted with another branch of Neo-classical organization theory,
variously referred to as Industrial or Organizational Humanism.^
While the Organization Humanists supported techniques like par¬
ticipative management and democratic leadership, they did not
see these devices as primary motivations for encouraging higher
worker productivity.

In fact, Organization Humanists began to

see in these techniques n.,.and in advanced techniques like
sensitivity training, the way to achieve major redistribution
of organizational power to suit the ideals of democratic liber¬
alism.
The assumptions behind the position of Neo-classicists,
particularly the Organizational Humanists’ segment, are based
on vastly different perceptions of the individual than those
held by classical organization theorists.

Under classical

organization theory, assumptions regarding the individual in
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the workplace ran from neutral to negative.

Under Neo-classi¬

cal organization theory, the assumptions are basically positive.
French and Bell, among others, have summarized these Neo-classi¬
cal assumptions:

1.)

"...most individuals have drives toward

personal growth and development if provided an environment that
is both supportive and challenging.

Most people want to become

more of what they are capable of becoming."

2.)

Consequently

"...most people desire to make, and are capable of making, a
higher level of contribution to the attainment of organizational
goals than most organizational environments will permit."3i|
These assumptions are then extended to individuals in groups and
in the larger organization system with the ultimate expectation
that the organization will be both more humane and more effective.

Organizational development.
A primary application of the Neo-classical organization
theory perspective can be found in the field of organization
development

(OD).

Variously and widely defined, one succinct

definition of organizational development is provided by Golembiewski which "...is to link individual needs/demands with
those of the organization."35

This is typically achieved

through the use of planned interventions or change strategies
which are based on democratic, participative values with the
objective of extensive liberation of all individuals within the
organization.

These assumptions are generally supported by ref-
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erence to such studies as Likert's instrument for determining
organizational and performance characteristics of different
management systems.36

Hersey and Blanchard have summarized

Likert's findings by saying that the closer the management
style of an organization approaches a relations orientation
based on teamwork, mutual trust and confidence "...the more
likely it is to have a continuous record of high productivity."37
Organization development models then are predominantly based on
these participative,
power,

love-trust values rather than models of

coercion and competition.38

With over a decade of experience, the field of OD has by
now accumulated a long list of intervention strategies which
are readily available in almost cookbook form from a number of
sources.3^
Whether a particular OD intervention is based on the demo¬
cratic liberalism of the Organizational Humanist or the manage¬
ment sovereignty perspective of the Human Relation specialist,
a very important distinction,
of the literature.

Lippitt,

is not always clear by a review
for example, defines OD as "...the

strengthening of those human processes in organizations which
improve the functioning of the organic system so as to achieve
its objectives."^0

Beckhard develops OD as a way to "...in¬

crease organization effectiveness and health through planned
interventions in the organization's
ioral-science knowledge."^

'processes,'

using behav¬

Blake and Mouton, developers of
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the widely used Managerial Grid procedure, view individuals
as V, .participative and contributive to problem solving, in
order to achieve corporate purposes..."^2

it appears quite

possible that either branch of Neo-classical organization theory
could work easily within the parameters of these definitions.
The element of consistency throughout Neo-classical or¬
ganization theory, however, is the concern for human variables
rather than economic or engineering variables.

This represents

a basic differentiating characteristic from classical organiz¬
ation theory's scientific management approach.
Extensive experience with organizational development
efforts in the 1960’s and so far in the 70’s has generated
some severe criticism, both in this applied field and in the
supporting Neo-classical organization theory.
example,

Perrow, for

takes the position "...that there is little empirical

support for the human relations theory or theories, that ex¬
tensive efforts to find that support have resulted in increas¬
ing limitations and contingencies..,",
and contradiction.^3
case in point.

if not inconclusiveness

Perrow uses the Likert instrument as a

The Likert instrument is a widely used method

for gathering employee perceptions about present and desired
characteristics of an organization.

Perrow concludes that

"...grand schemes such as Likert's appear to be methodologically
unsound and theoretically biased."

Perrow completes his crit¬

ique by adding that while "...we learn a great deal about psy¬
chology and social psychology... through human relations theory.
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this does little to inform us...about organizations per se...."1111
Etzioni comes to a similar conclusion concerning human relations
propensity to "...gloss over the realities of work llfe."1^
Charges of "bankruptcy" for Human Relations and its use as a
cynical tool for the puppeteerlng of people" are also reported
by Scott,46

although, at least ostensibly. Organizational

Hu.ina.nists cannot be so changed.
The applied field of organizational development has also
come under criticism, from OD practioners/theoreticians.

Per¬

haps the most serious handicap of OD mentioned is its over¬
preoccupation with the human and social dynamics of organiz¬
ations to the detriment of attending to the task, technical
and structural aspects and their interdependence217

As prev¬

iously developed, there is substantial reliance of the practice
of organizational development on Neo-classical organization
theory,

a theory which is increasingly being criticized for

its limited and simplistic notions of organizational complex218
ity.
A review of the modern day theorists which have made
at least the most visible impact on Neo-classical organization
theory
Likert,

(Douglas McGregor (deceased), Frederick Herzberg, Rensis
Chris Argyris, Abraham Maslow (deceased), Robert Blake/

Jane Mouton, and Warren Bennis) reveals that all but Herzberg
and Maslow have been organization consultants, directly invol¬
ved in organization development activities and have written or
lectured extensively on the subject.

Zip
y

Given the fact that all
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of these individuals are

(or were) professional behavioral

scientists, it is understandable that they would "...view the
human-social aspects of a situation as more comprehensible,
if not more accessible and amenable to change."5°
The OD literature, however, is beginning to reflect a
decrease in the importance of this human perspective.

For

example, Bennis freely admitted that "...the most pivotal strat¬
egies of change in our society are political, legal and techno-
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logical."

French and Bell conclude that future organization

specialists must know or must be linked more effectively with
...such fields as management science, personnel and industrial
psychology, operations research and industrial engineering."52
Another commonly mentioned limitation of organizational
development also reflects a criticism of Neo-classical organ¬
ization theory, namely the limitation of the love-trust, collab¬
orative models of change.

The organization dimensions of power,

coercion and competition are rarely dealt with in organization
development practice or literature and their exclusion repre¬
sents a serious deficiency in understanding complex organiz¬
ations from the perception of organizational development critiques.
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Bennis, again in his earlier statement on the nature

of organization development stated that "unless models can be
developed that include the dimensions of power conflict in
addition to truth-love, organization development will find
fewer and narrower institutional avenues open to its influence.

*J0

And in so doing, it will slowly and successfully decay,
A more balanced perspective is offered by Scott when he
states that while the Neo-classical approach has provided val¬
uable contributions to the lore of organizations,
classical organization theory,

it, like

"...suffers from incompleteness,

a shortsighted perspective and lack of integration among the
many facets of human behavior studied by it."^ Finally, Baker,
in one of the most recent anthologies on organizational systems,
has also found both classical and Neo-classical organization
theory to be inadequate,

”... largely because of their emphasis

on organizations as fragmented and closed social systems acting
56
independently of external forces."
While these criticisms appear to be substantive, any prog¬
nosis for the future of OD should take into account the fact
that there are currently changes taking place in at least the
discussions,

if not the practice of OD.

To the extent that

the kinds of changes being suggested by well-known OD theor¬
eticians and practitioners such as Bennis, and French and Bell
are accepted, much of the criticism of OD recounted here will
have been resolved.

Modern organization theory and organization renewal
If, as stated earlier, every age develops an organizational
form and life style most appropriate to the genius of that age,
what is the genius of the current age that might help explain
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the direction in which organizational thought is developing?
Without the benefit of historical hindsight, attempting an
answer to such a question necessarily involves a degree of
speculation.

From among a number of possible selections, the

position taken here is that complexity is at least one part
of the genius of our current age.

Complexity in this case

refers to a variety of conditions such as the knowledge ex¬
plosion, the sophistication of technology and its widespread
use,

the fragile balance between technology and nature, and

the interdependence among social, technological and environ¬
mental conditions.
Current organization theories should then reflect this
complexity,

the impact of technology, the external relations

of an organization, and the rising expectations of a working
force who for almost a generation have at least heard of dem¬
ocracy in the hierarchy.

Although at this stage of evolvement

there does not appear to be a generally accepted new organiz¬
ation theory, there are several theories which are commonly
characterized as attempting to synthesize many elements of
classical and Neo-classical organization theory with special
emphasis on the interaction and complex nature of organizations,
and the external environment of the organization.

As a general

class, these theories are usually referred to as "modern or¬
ganization theory," and are considered here as the basis for
the theoretical foundation of organization renewal.

The definition of modern organization theory and its
distinction from classical and Neo-classical theory is sub¬
ject to varying interpretations.

Three separate approaches

to organization theory that are commonly included under mod¬
ern organization theory are discussed briefly below.

They

are the Structuralist Approach, the Open Systems Approach,
and General Systems Behavior Theory.

Out of this array,

the Open Systems Approach is selected as the most explanatory
theory for the concept of self-renewal for organizations.
The Structuralist Approach.

The structuralist approach

emphasizes the continuous evolution of the complex, whole
organization through analysis of structural and functional
interchange over time.

The unplanned nature of organizational

life and the impact of the environment on the organization
and vice versa are additional concerns of this approach.
Etzioni,

in Modern Organizations
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develops the "structur¬

alist approach" as "...a synthesis of the Classical (or for¬
mal) school and the Human Relations

(or informal) one..."

but extensively criticizes the basic tenants of the Human
Relations school.

Drawing heavily on the works of Max Weber

and to some extent Karl Marx, the structuralists hold that
there is an inevitable strain between organizational and per¬
sonal needs, a strain which can be reduced but never eliminated.
Etzioni extends this organizational dilemma to rationality
and non-rationality, discipline and autonomy, formal and informal relations, and management and labor.
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Perrow has pro-

vided a capsule philosophical statement on the nature of the
human being in the structuralists’

organization.

The problems with humans in organizations is
n°t just that they may go their own selfish way,
and thus need to be kept in line through such de¬
vices as hierarchical control, division of labor,
job specifications, impartial and impersonal rules
and standards, and so on; the problem is also that
there are real limits to human rationality and thus
the premises of decisions and the flow of information
upon which decisions are based must be controlled.
As a result, organizations need not only the familiar
appurtenances of bureaucracy, but also the more sub¬
tle and unobtrusive controls of communication chan¬
nels, organizational vocabulary, and so on.
The
prospects for spontaneous cooperative activity are
dim in this view; what ’cooperation’ there is, in
Barnard’s sense, is engineered.
The prospects for
participative management are also dim; they are
reduced to minor innovations within a complex net¬
work of established premises for action.
The organ¬
ization is not static, by any means, but change is
incremental, partial, hit-or-miss, and channeled in
the well-known grooves of established adaptations. 60

The Open Systems Approach.

The Open Systems Approach to

organization, the second organization theory to be considered
within the "modern" classification, is suggested more as an
approach or a general model at this stage of its development
rather than a formal theory based on "...specific hypotheses
and tests of hypotheses...."^1

Katz and Kahn, in their major

work on The Social Psychology of Organizations extensively
used the terminology and concepts of open systems theory to
explain the behavior of human organizations including the in¬
dividuals, the structure/function and environmental concerns.
As is explained in more detail later in this section, open

systems theory is a special subset of general systems theory,
a theory which attempts to identify and relate principles to
all systems,

levels of organization or reality.

Open systems

refer to those types of systems characterized by, among other
things

...importation of energy from the environment,...trans¬

formation of the imported energy into some product form which
is characteristic of the system, the exporting of that product
into the environment, and the re-energizing of the system from
sources in the environment."62

The overall effect of this open

systems approach, however, is similar to that of the structur¬
alist approach previously discussed, namely a consideration of
the complexity and wholeness of human organizations, their
changeability over time and their cause and effect relation¬
ship with the environment.
A major difference between the two schools of thought,
however,

is their relative assumptions about the nature of

the individual in the organization.

The structuralist's syn¬

thesis of classical and Neo-classical organization theory is
heavily

skewed to the classical side. The open systems organ¬

ization theory depicted by Katz and Kahn is just as heavily
skewed to the opposite or Neo-classical side.

Katz and Kahn,

had been proponents of the organizational humanism approach
but adjusted to an "open-systems approach" after "...encounter¬
ing the general systems theory of Bertalanffy and his follow¬
ers and the socio-technical systems approach of the Tavistock

^5
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group in England."

Katz, in writing with Georgopolous,

advances the position that more effectively organizing human
effort "...generally demands greater social-psychological
sophistication, however, rather than a more sophisticated
work technology."^

This position contrasts directly with

that of the classical organization theorists and with that
of the structuralist school.

Katz and Kahn also support the

strong democratic value stance of the Neo-classicists albeit
there exists some doubt concerning the substantiated efficacy
of these values.

They conclude, however, that as an end state,

the perfectability of human society must perhaps remain an
article of faith.

But the explicitly stated implication from

not continuing to increase our "...understanding of human or¬
ganizations and a concomitant willingness to test that under¬
standing by trial, experiment and the scrutiny of research" is
to increase the risk of our "...nominal democracy becoming a
functioning oligarchy."
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General Stystem Behavior Theory.

The third and final

modern organization theory to be summarized is taken from
James.

G, Miller's ambitious work on a general systems behav-
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ior theory.

The use of general system theory is dominant

here and at a much more specific level than that employed by
Katz and Kahn.

For that subset of living systems existing in

space and made of matter and energy organized by information.
Miller is attempting to

...produce a description of living structure and process in terms of input and output, flow-through systems,
steady states, and feedbacks which will clarify and un¬
ify the facts of life.
The approach generates hypothe¬
ses relevant to single individuals, types and levels of
living systems, or relevant across individuals, types,
and levels.
These hypotheses can be confirmed, disconfirmed or evaluated by experiments and other empirical
evidence.'1

These living systems include the levels of the cell, organ,
organism, group, organization, society and supranatural.

As

developed in articles to date on levels up through organiza¬
tion, the standard presentation format used by Miller consists
of 1)
2)

Structure of the appropriate system and subsystems;

Processes of the systems and subsystems;

of subsystems; and 4)

3)

Delineation

Relationships among subsystems.

Like the structuralist approach and the open systems
approach advocated by Katz and Kahn, Miller's general systems
behavior theory presents the human organization as a complex
network of subsystem interaction, constantly changing and con¬
stantly impacting on or being impacted by the surrounding en¬
vironment.

A substantive differentiating feature of Miller's

work, however, is his emphasis on an empirically oriented
science of organization and his lack of support for the value
judgements which he feels underlie many conclusions of other
organization theories.

Miller indicates that while 'organiz¬

ation theory is a field without a large body of empirically
established fact," empirical techniques, such as systems re¬
search as it relates to organization theory must advance far-

ther than it has so that the reliability of these techniques
can be more widely accepted.

General systems behavior theory

is to provide the basis whereby these techniques and result¬
ing formal models can be applied to the study of human organ¬
izations ,
While there are substantial variations in the outcomes
suggested by each of these three organizational study approach¬
es classified under modern organization theory, there are some
distinct similarities.

The attempt to draw a new synthesis

from classical and Neo-classical theory is evident in each
approach.

The conclusions about the general nature of organ¬

izations are also similar, namely that of complexity, inte¬
grated wholeness and an environmental relationship.

The foun¬

dation for these similarities can be traced to the use of open
systems theory concepts, implicitly in the case of the struc¬
turalists and explicitly for Katz and Kahn's open systems or¬
ganization theory and Miller’s general systems behavior theory.
Since the role of open system theory appears so central
in current organizational thought, the following section is
used to expand on open systems organization theory, especially
its lineage with general system theory.
Open system theory can be directly traced to a relatively
new and more comprehensive theory called general systems theory.
General system theory has been defined as a theory which is
characterized by its attempts to identify and relate dynamic
principles common to all systems, levels of organization or
reality,

from atomic particles through organization to galax-

ies.

The expectation of its founding theoreticians was to

provide a

'general science of wholeness" and "interdisciplin¬

ary theory" for which a major aim is to develop unifying prin¬
ciples which run "...vertically through the universe of the
individual sciences and bring...us nearer to the goal of the
fiQ

unity of science." y
The discipline of general system theory developed quickly
during the 1950's although the term and many of the concepts
are generally attributed to the writings of Ludwig von Bertalanffy as early as 1937.

The 1950's brought about a conflu¬

ence of at least three important stimuli which rapidly rein¬
forced and gave credibility to much of the system thinking
that developed to that time.
lowing:

1.

A reaction to inappropriate application of clas¬

sical scientific
concerns;

These stimuli included the fol¬

2.

(analytic) theory to biological and social

The increasing specialization of academic dis¬

ciplines and the resulting communication difficulties on an
intra- as well as inter-disciplinary level;

3* The society's

increasing technological complexity.
Although more of an elaboration of general system theory
is beyond the scope of this present study, it should be noted
that it is a common theme in the literature that although
still possessing significant potential, the discipline of gen¬
eral system theory has not yet reached a level of performance
which matches the initial expectations.

"The picture which

emerges is far from that of a unified theory, and it is an

open question whether much progress can be made by attempts
to construct a 'unified theory of systems'
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axiomatic base."

on some rigorous

Out of this reaction to general system theory, however,
has developed a similar approach only now limited to a speci¬
fic set of systems variously classified as living, open or
biological, and social.

This subset of general systems theory

is usually referred to as open systems theory.

By focusing

on a specific class of systems, open system theorists hope to
increase the significance of the identified phenomena common
to the appropriate systems.

As noted earlier, these types

of systems are in fact characterized by their "...importation
of energy from the environment,...transformation of the im¬
ported energy into some product which is characteristic of
the system, the exporting of that product into the environment,
and the re-energizing of the system from sources in the envi72
ronment."'
As a general rule, the openness and complexity of these
systems differentiates them from other system classifications
such as physical and mechanical which tend to be relatively
closed and simple.

Open systems are also typically difficult

to quantify to any substantial extent in addition to being
probabilistic rather than predictable and dynamic rather than
static.

An increasing number of organization theorists, es¬

pecially those associated with modern organization theory,
have adopted many of the concepts of open system theory in
their explanation of social organization.
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It should also be noted that it is in this explanatory
approach or "way of thinking" about social organizations that
open system theory has found its widest acceptance to these
theorists.

By viewing the social organization as an exceed¬

ingly complex,

interactive whole, open systems theory is sup¬

posedly providing a more realistic way of investigating, un¬
derstanding and dealing with these systems than had here-tofore been possible.

The application of open system perspec¬

tives should also help to determine the appropriateness of
specific systems technologies in a particular situation.
With the current state of the art, most system technologies
require a relatively predictable and quantifiable set of be¬
haviors and objectives.

There are many times in social organ¬

ization problems when adherence to certain system technology
is inappropriate because of probabilistic and non-quantifiable
nature of the problem.

Nevertheless, in this same situation,

general use of open system concepts is considered to provide
a more realistic assessment of the complexity and scope of
the problem,

if not an indication of the appropriate solutions

than do other existing organizational models.
In the discussion of classical organizational theory and
especially Neo-classical organizational theory, an attempt
was made to link these theories to an applied counterpart,
namely scientific management and organizational development.
The following section is used to review the extent to which
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a similar relationship can be justified between modern organ¬
ization theory and organizational renewal.
At the outset,

there are two considerations which appear

to constrain the establishment of a relationship between mod¬
ern organization theory and the applied field of organizational
renewal.

Both the theory and probably to more of a degree the

practice,

currently lack a well-defined or generally accepted

meaning.

For the sake of this discussion, however, open

systems organizational theory as previously presented is con¬
sidered representative of modern organization theory.
capsule form,

In

the distinguishing characteristic of this theory

is the conceptualization of an organization as an open system.
For the practice of organizational renewal, the definition
suggested earlier from French and Bell, provides a general,
philosophical framework.

Organizational renewal is "...avoid¬

ance of organizational decay and senility; the regaining of
vitality,

creativity, and innovation; the furtherance of flex¬

ibility and adaptability; the establishment of conditions that
encourage individual motivation, development and fulfillment;
and the process of bringing results of change into line with
purposes'."73

Lippitt’s definition of organizational renewal

(also referenced earlier) provides some additional dimension
to the concept when he states that organizational renewal means
moving toward greater maturity as an organization.

He goes

on to define organizational maturity as the ability to achieve
organizational objectives, to maintain and improve the organ¬
ization's internal systems, and to adapt to the external en-
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vironment.
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Assuming these definitions, it then becomes possible to
develop answers to the question of the relationship between
modern organizational theory and organizational renewal.

This

is done by reviewing two of the original three assumptions
underlying the concept of organizational renewal developed
at the beginning of this Chapter.

These include the organiz¬

ation consisting of various components existing in a dynamic,
interdependent relationship, and the importance of the indivdual or the human-social subsystem in the organization.

The

third assumption, the importance of the psychological contract
in individual and organizational renewal is reviewed in the
following section of this Chapter.
With modern organization theory’s central conceptual¬
ization of an organization as a basically open, probabilistic
system,

characterized by principles of dynamic interrelated¬

ness of organization components and environmental exchange,
there appears little question as to the theory’s impact on
organizational renewal, especially as regards the fundamental
nature of an organization.

Both the theory and the practice,

on this issue, provide a clear alternative to the relatively
simple, more closed perspectives of both classical and Neo¬
classical organizational theory.

This relationship is des¬

cribed by Lippitt’s concept of socio-technical systems which
emphasizes that ’’...both human and nonhuman factors
technology,

including

structure and process—interact to determine in-
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dividual and organizational functioning.”76

While this or a

similar systems perspective is characteristic of most modern
organization theory there is evidence of its increasing ac¬
ceptance among those theorists/practitioners normally associ¬
ated with Neo-classical thought, especially the organizational
humanists.

Bennis,

for example, has stated that "...the most

pivotal strategies of change in our society are political,
legal and technological."76

French and Bell, in a more recent

but similar conclusion, find that non-human fields such as
management science, operations research and industrial engin¬
eering will have to become part of the organization special¬
ist’s repertoire, which is usually focused on human processes.77
Answers to the question of the importance of the indivi¬
dual in the organization have not advanced far in modern organ¬
ization theory.

As can be seen in the previous review of three

modern organization theories, there is no consensus on what the
importance of the individual in the organization is.

The more

optimistic view, as stated earlier by Katz and Kahn and basic¬
ally adopted here, reflects the strong democratic value stance
of the organizational humanist branch of the Neo-classical
school.
orists’

The more pessimistic of the modern organization the¬
perspectives on the individual reflect to a large degree

the position held by classical organization theorists—namely
that individuals were motivated almost solely by economic con¬
cerns and their self-interest.

Acceptance of the former dem¬

ocratic position is still done so more as an article of faith

54
rather than on the substantiated efficacy of these values.
But reality suggests that organizational survival, if not re¬
newal, will often require a more situational perspective that
accepts the practical limitations of full democracy in the
current organizational environment.
The central question of this section of the chapter con¬
cerns the relation between the concept of organizational re¬
newal and organizational theory.
scored.

Several key points are under¬

Modern organizational theory, by providing a synthesis

between the technological/scientific focus of the classical
theorists and the individual/social focus of the Neo-classical
theorists, and by relying on an open systems perspective, has
provided a framework for understanding organizations that ap¬
pears supportive of the organizational renewal literature.
However, it is also equally apparent that changes in organ¬
izational development, at least at the verbal stage, are be¬
ginning to approximate basic notions of organizational renewal.
The key question of the role of the individual in the organ¬
ization has no consensus in modern organization theory and has
not been taken beyond the basically dichotomous position held
by previous organization theories.
The conclusion here is that the frame of reference pro¬
vided by modern organization theory and organizational renewal
is sufficiently unique and important to be considered a "...
rj

vital evolution in management thought."

O

An operational de-
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finition of organizational renewal leading from this frame¬
work would include the dynamic interaction of individuals,
processes, technologies and environments in an organizational
setting for the continuous pursuit of both work and human
purposes.

It is also concluded, however, that organizational

renewal is still very much in a developmental stage, perhaps
destined to be assumed within an ever broadening definition
of organizational development.

Until more of a consensus can

be reached about just what constitutes the body of modern or¬
ganizational theory and how this differs from previous theo¬
retical approaches, both the theory and the resulting practice
of organizational renewal will have a difficult time realizing
the potential that was initially anticipated.

Participative Organizational Contracts
At least partially because of the relative newness of
organizational renewal and also because of its perception of
an organization as a very complex, probabilistic entity, there
have been few techniques advanced thus far which reflect the
range of concerns that an organizational renewal strategy should
contain.

Thus a common theme in the organizational renewal

literature is to use the open systems view of organizations
as simply a way of viewing organizations that will bring about
a more coherent and realistic understanding of the dynamics of
organization life.

However, some specific techniques have been

developed or adapted from other applied management areas that
seem to have benefit to at least some aspect of organizational
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renewal.

As previously indicated as one of the three assump¬

tions to be reviewed in this Chapter, participative organiz¬
ational contracts is one of these specific techniques.
Participative organizational contracts have increasingly
been suggested as a strategy for more effectively integrating
the needs of the organization and the individual, a corner¬
stone of the organization renewal concept.

They are also con¬

sidered the cornerstone of the Individualized Faculty State¬
ment process.

The following section summarizes the theory

behind participative organizational contracts and then reviews
a popular management methodology which applies these concepts,
Management By Objectives.

The presentation in this section

is on a general level with more specific application to higher
education and the Individualized Faculty Statement process
occurring in the following two Chapters.
Contract Systems Theory.
Contracts in the broadest sense
...represent reciprocal arrangements, agreements, promises
understandings, expectancies, commitments, compacts and
covenants; they are ends-means instrumentalities for the
exchange of human values and materials as well as the
achievement of goals and objectives.
They can, of course,
be either creative and actualizing, or constraining and
counter-actualizing.79
In this and earlier publications, Tooley, along with Steve Pratt
have evolved "the original formulations of contract psychology
into an expanded concept of Contract Systems Theory, developing
"...the basic theoretical, philosophical and epistemological
assumptions underlying the model."

The basic assumption in this

theory is that "Psychological contracts, explicit or implicit.
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represent the distinguishing characteristics of human relation¬
ships are,

in their essence, contractual transactions involv¬

ing reciprocal agreements and the exchange of human values."
The moving force behind increased interest in contract
psychology or contract systems theory appears to derive from
the changing manner in which the conscience is viewed.

In

an edited book by Johnson, Dokecki and Mourer entitled Conscience,
Contract and Social Reality^

this change is presented as po¬

tentially being of enormous practical importance.

Partially

quoting the author’s introduction to the section on "An Em¬
erging Reconceptualization of Conscience," the traditional view
of conscience is that of an intrapsychic entity, incapable of
being modified "...by its possessor or anyone else."

The devel¬

oping view is that conscience is more of a process than an en¬
tity,

"...being composed of the commitments or contracts to

which one has willingly assented...."
valid,

If this difference is

"...then one changes conscience by making new contracts

or by dissolving or renegotiating old ones."

The authors also

note that "The notion of contracts, as agreements which are
voluntarily entered into and are always subject to revision,
accords well with the growing spirit of democracy, whereas the
notion of an ingrained, relatively rigid conscience was more
compatible with the values and practices of society when it
was more autocratic."
Practical application of contract systems theory.
In addition to the probably more sensational use of con-
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tractual notions in such instances as the "living will" and
"alternative marriage contracts," the use of some form of
contract strategy appears to be making an increasing impact
on human organizations.

Lippitt states that "Life in an

organization requires a constant transaction between two sets
of demands--those emanating from the requirements of organized
work,

and those coming from persons as persons." a situation

the more acute as organizations "become larger, more im¬
personal and more structural....Viewing the organization
from the open systems perspective,

this contract notion can

be extended to groups or sub-units within the organization or
appropriate elements of the environment,

a condition that

Tooley refers to as a "contract-system reciprocity network."
Tooley suggests some general behavior guidelines for im¬
plementing contract strategies which substantially reflect
the recommended guidelines for an organization renewal process.
1.
ner,

Contracts should be negotiated in an open-ended man¬

subject to periodic renegotiation and revision to accom¬

modate expected and hoped for developments as well as negative
or positive unforseen developments.

2.

Shared responsibility

and goals should evolve among all participating parties.

3.

Intermediate and long range goals can be periodically revised
on the basis of ends-means feedback from the on-going processes.
4.

The organization becomes self-renewing or reflexing through

the action on the part of participants developing,

implementing

activities and then subsequently feeding back information re¬
garding these activities.

This gneeral model is referred to as
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social action research, which was previously referenced as a
common methodology in the organizational development field.
Management By Objectives

(MBO) is a commonly known par¬

ticipative organizational contract technique reflecting a
participative contract approach and also having a fundamental
similarity with many organization renewal programs including
the Individualized Faculty Statement process.

The discussion

that follows briefly develops MBO and then critically reviews
its application with specific emphasis on education.

MBO’s

relation to the Individualized Faculty Statement process is
made more explicit in a following Chapter.
Odiorne summarizes the system of MBO...as a pro¬
cess whereby the superior and subordinate managers of
an organization jointly identify its common goals, de¬
fine each individual's major areas of responsibility
in terms of the results expected of him, and use these
measures as guides for operating the unit and assessing
the contribution of each of its members. 2
The history and underlying assumptions of MBO are fairly well
defined.

MBO received an initial impetus from the writing

of Peter Drucker in 195^ when he stated, in effect, that a
basic function of management was to work towards the real¬
ization of business objectives and that this could best be
accomplished through "...converting objective needs into personal goals."

83

Contributions to MBO also came from several

Neo-classical theorists through their positive presentation
of the potentials of employees and the rationale for their
active involvement in the organization setting.

For example.
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Beck and Hillmar site McGregor's Theory X and Theory Y as¬
sumptions about man in The Human Side of Enterprise:

"Men

will exercise self-direction and self-control toward achiev¬
ing objectives to which they are committed and committment
to objectives is a function of the rewards associated with
their achievement."

It does not appear as though contract

systems theory was consciously used in developing the MBO
technique.

Due to its developing nature and close conceptual

relationship with current MBO practice, contract systems
theory will probably further strengthen the potential and
suggest future modification for continued MBO practice.
The major components of a model MBO procedure are presented
by Odiorne as a cycle and referenced here in figure #2.
Odiorne utilizes several system concepts in his depiction
of the cycle such as continuous feedback between subordinate
goals of the organization, inputs, and outputs.
In addition to these basic procedural steps, there are
complementary factors which must also be considered in im¬
plementing a MBO procedure.

Among those factors most commonly

mentioned are:

1.

Objectives of organization must be definable in
terms that are reasonably measurable.

2.

Top management support is vital.
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5(b)

iFigure 1.

The Cycle of Management by Objectives
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3-

MBO should typically not become too mechanical or
comprehensive.
MBO procedures should be adjusted for nature of or¬
ganization e.g. a routine operation is capable of
supporting a more rigorous MBO procedure than a
dynamic operation.

5.

Interpretation of MBO efforts into the reward
structure of the organization.

6.

A newly implemented MBO procedure will usually take
several years to become successfully integrated into
the decision-making and communication processes of
the organization.

The exact time, of course, will

vary depending on, among other things, the comprehen¬
siveness of the effort and the support of top manage¬
ment .
The technique of Management by Objectives is, of course,
not without its detractors.

This is particularly the case

in educational or governmental organizations.

MBO was initially

developed for and used in business organizations.

As education

and government organizations sought to emulate successful man¬
agement techniques such as MBO used in business, several key
prerequisites were not readily available.

In analyzing the

varying characteristics between business and government and
education, Beaumont has suggested three key characteristics in
government and education that would appear to seriously limit
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the application of MBO procedures as defined previously.
include:

1)

Difficulty in measuring productivity.

in establishing clear objectives.
perspectives and values.

86

3)

2)

These
Difficulty

Diversity of interests,

Additional limiting factors might

also include lack of support from top management and lack of
management expertise at middle management levels.
A particularly pointed critique is offered by Ruth from
the perspective of an education organization.

MBO

"...is a

flattening, homogenizing planning methodology that merely sets
up restricted channels for thinking, trivializing the work of
able teachers and sanctifying the ineptitude of weak ones.
Routinized response to formula drives out real thinking, real
planning."
As a final note to the subject of contract systems theory
and the general application of participative organizational
contracts,

like the Management by Objective technique, the read¬

er is reminded of the previously developed point concerning the
use of specific systems techniques:

There are substantial prob¬

lems in fitting system techniques based on predictability and
objectivity into situations which are basically probabilistic
and subjective.

The result, as Tooley and Ruth have pointed

out in the case of contractual systems like MBO can be con¬
straining and counteractualizing.
cautions,

However, with proper pre¬

the use of contractual techniques to help achieve a

maximum fit between the needs of the individual and the organ-

ization could be a creative and actualizing process that could
facilitate the general processes of organizational renewal.

SUMMARY

By way of summarizing this chapter, a general model of
an organizational renewal strategy is developed.

A personal

listing of the operational aspects of organizational renewal
would include activities such as the following:
To develop and maintain on a continuous basis the capacity
of an organization to be functionally responsive to changing
demands, both from inside and outside the organization; to
assume positions of leadership where appropriate; to operate
in an efficient manner as regards the internal production of
product and in an effective manner as regards the functioning,
e.g.

acceptance, of the product in the larger environment; to

maintain an organizational climate that facilitates the con¬
tinued development and participation of all individuals within
the organization.
In order to help approximate this operational level, the
renewal strategy should be characterized by the constant inter¬
action of individuals, processes, technologies and environ¬
ments and the maximum feasible integration of both work and
human purposes.
The very complexity of the organizational renewal concept
has seriously constrained the development and testing of spe-
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cific techniques that reflect the range of concerns that are
encompassed within the organizational renewal model.

The

long developing work of Miller’s General Systems Behavior
Theory is probably the most comprehensive and potentially
useful effort under way.

Thus a very common theme in the lit¬

erature is to use the principles e.g.

organizations as open,

probabilistic systems, dynamic interrelatedness of organization
components and environmental exchange, as simply a way of
viewing or thinking about organizations.

This process in it-

self is apparently supposed to be sufficient to prevent one
from making overly simplistic or incomplete judgements about
organizational issues.
However, there do exist other strategies, particularly
within the area of organizational development, that, with some
modification,

can be useful in an overall organizational renew¬

al strategy.

Participative organizational contracts are being

suggested as one such strategy, which also
the Individualized Faculty Statement.
the title of Management By Objectives

is the basis for

Commonly marketed under
(MBO), this strategy

primarily focuses on that portion of organizational renewal
dealing with the integration of both work and human purposes.
Commonly mentioned procedural elements for MBO include:

1)

Objectives of organization must be definable in terms that
are reasonably measureable or at least observable.

2)

Top

management support for the process is as vital as support from
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organizational personnel.

3)

MBO procedures should be adjus¬

ted for the nature of the organization, e.g. a routine opera¬
tion is capable of supporting a more rigorous MBO procedure
than a dynamic operation.

4)

MBO efforts must be reflected

in the reward structure of the organization.

5)

An MBO pro¬

cedure will take several years to become successfully inte¬
grated into the decision-making and communication processes
of the organization.
Tooley suggests some general behavior guidelines for the
implementation of contract strategies, that when combined with
the above procedural elements of MBO, reflect more of an or¬
ganizational renewal process.

1)

Contracts should be nego¬

tiated in an open-ended manner, subject to periodic renego¬
tiation and revision to accommodate expected and hoped for
developments as well as unforseen developments.

2)

Shared

responsibility and goals should evolve among all participat¬
ing parties.

3)

Organization goals can be periodically re¬

vised on the basis of ends-means feedback from the ongoing pro¬
cess .
Even with the successful implementation of these guide¬
lines, MBO would fall short of being a comprehensive organ¬
izational renewal strategy.

Still needed, for example, would

be mechanisms that would systematically enable exchange of in¬
formation with appropriate environmental elements such as gov¬
ernment agencies,

citizens groups and allied organizations.

Also implicit in the previously developed MBO model is that
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the organization, through interaction between management and
workers will be able to monitor and control the various dynamics
that occur among individuals, processes and technologies.
The reality of course, is that these prescriptions are
very hard,

if not impossible, to fill within the current state

of the art and science of organizations.

The establishment

of operationally useful goals, the key to the MBO process, for
example,

is very difficult, especially in knowledge and service

oriented organizations like governments and universities.

In¬

teraction and response to environmental pressures is also a
very sensitive and potentially risky activity.
ample,

As a final ex¬

information within organizations typically flows in the

most uneven and incomplete manner, making truly shared decision¬
making and responsibility virtually impossible.
caption on the print reads,
be easy."

But like the

"No one ever said it was going to

Organizational renewal’s ultimate contribution may

be its presentation of the organization as so complex and pro¬
babilistic that it defies all but the most general control even
in the best of times.

In this light, organizational renewal is

probably best viewed as a target rather than a destination.
However,

the increasing importance of organizations in the

social and technological growth of society compels continued
interest if not concern.

Is the concept of organizational re¬

newal, with the value judgements it contains, any less helpful
because of the difficult reality it portrays?
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CHAPTER

III

FACULTY DEVELOPMENT AS A GENERAL STRATEGY FOR
SELF-RENEWAL IN POST-SECONDARY EDUCATION
Proceeding from a consideration of more general theories
and applications of self-renewal concepts in the previous Chap¬
ter, the focus now becomes a more specific example of a poten¬
tial organization renewing strategy in post-secondary education,
Faculty Development.

In this current Chapter, common defini¬

tions and practices of Faculty Development are analyzed in light
of previously developed self-renewal concepts.

Next, the support

for the increasing prominence of faculty development programs is
traced through a mix of environmental, political, social and ec¬
onomical factors affecting post-secondary education.

Finally,

faculty development programs in other post-secondary education
settings that appear to be based on self-renewal concepts are
briefly reviewed.
Change * s publication on Faculty Development reflected in
a succinct way the critical nature of faculty development.

Dur¬

ing the 1950's and 1960's growth period of post-secondary edu¬
cation, "neglect of faculty development was harmful but the loss
was concealed; in a time of reentrenchment, continued neglect
could become profoundly depressing.1,1
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Faculty Development
A five year research program on faculty growth and devel¬
opment (starting in 1968), concluded in part that the meaning
of faculty development was not clear although the subject was
gaining prominence.
of the research,

Nearly three years after the completion

these conclusions still appear to stand;

there is still not a clear meaning to the subject of faculty
development although the subject appears to be gaining in prominence.

The general importance of the subject of faculty

development to the present study lies in the fact that it is
commonly and increasingly represented as a renewing process
for a group which is a substantial shaper of post-secondary
education—faculty.

This section reviews the general state

of current faculty development efforts and then suggests re¬
visions that could be made in keeping with the concepts of
self-renewal.
While a precise meaning of the subject of faculty devel¬
opment may not be available or generally accepted, it is pos¬
sible to identify the primary focus of most faculty develop¬
ment programs, and that focus is the improvement of faculty
members’ professional roles, which often gets defined simply
as teaching.

The emphasis on teaching can be clearly identi¬

fied from a review of the key recommendations contained in
Change’s influential publication entitled "Faculty Development
in a Time of Retrenchment."

These include:

1.

Regular on-
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campus programs on teaching should be coordinated by an insti¬
tute.

2.

Graduate students should take a supervised teaching

practicum.

3.

Graduate students’ teaching should be observed

and formally evaluated, and teachers and graduate students should
be provided with confidential assessments.
should be graded by a third party.

5*

4.

College students

Professors should have

access to small grants for special teaching projects.

6.

In¬

stitutions should loosen the present monopoly the departments
now hold over both professional time and fields of knowledge.
7.

A system of insurance for mid-career changes should be es-

4
tablished.

It is also noteworthy that Change's "Faculty Devel¬

opment" did not include a precise definition of faculty develop¬
ment .
Alternative conceptualizations on the subject of faculty
development are also available.

However, in the research pro¬

gram on faculty growth and development referenced earlier,
Freedman offers a broader concept of faculty development.

5

By

faculty development, Freedman is referring to "...a heightening
of self-awareness, an increase in autonomy and a broadening of
perspective on the world."

Also translated as better understand¬

ing of themselves, their social and organizational situation,
Freedman hopes that such knowledge will make faculty "...better
teachers, better researchers, better educators generally."

An¬

other key element in this definition is the increasingly complex
and sophisticated development of the faculty member in an ever
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changing professional role.
A third definition of faculty development is taken from
the prospectus materials of the Center for Professional Devel¬
opment in the California State University and Colleges System.^
Faculty development is viewed as consisting of two components:
1.

Instructional development encompasses the improvement of
a wide variety of competencies involved in teaching, such
as

2.

course

development

and redesign, and teaching skills.

Personal development reflects an individual self-renewal
emphasis, dealing with attitudes, values and life styles
in issues such as mid-career crisis and reassessment of
personal priorities.
Definitionally, at least, the Center’s conception of fac¬

ulty development would appear to be a hybrid of the previous
two examples, including the teaching improvement (curriculum)
emphasis reflected in the definition used by Change and the
personal development approach advocated by Freedman.

All three

concepts of faculty development, however, have their focus on
the individual faculty member or individual renewal.

Accord¬

ingly, programs to implement these faculty development concerns
are generally characterized by individualized approaches to
improve the performance of the faculty member.

Examples of

these programs would include grants for teaching, distinguished
teacher awards, teaching improvement clinics, teacher evalua¬
tion, sabbaticals and personal development.
The general orientation of faculty development would appear

78
to satisfy Gardner’s plea for self-renewal in organizations.
"We must discover how to design organizations and technological
systems in such a way that individual talents are used to the
maximum and human satisfaction and dignity preserved."^

But a

more rigorous use of the organizational self-renewal concepts
previously discussed indicates some changes of emphasis that
might be made in the faculty development area as it currently
exists.

The three main issues considered below include the

complexity of the faculty member’s professional role, the na¬
ture of collaborative efforts in faculty development programs
and the importance of facilitating administrative policies.
The focus on teaching as a professional role in most fac¬
ulty development programs is quite understandable.

Of all the

potential professional roles that a faculty member may be called
upon to perform.

Teaching is

ded in a positive experience.
trained,

probably the one
"They

least groun¬

(faculty) have never been

except perhaps by assisting in a course while coping

with the more urgent demands of graduate school.

They have

received little or no useful response to their work in the
classroom.

They have had their teaching undervalued or crudely

g

assessed by promotion and salary committees."
Another related dimension of the discontinuity of the
teaching role can be viewed through the professional role of
research and publication.

Light^ contends that the creation

of new knowledge, not the application, is the primary goal in
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academia, especially among the larger, more prestigious univ¬
ersities and that this goal can be verified by the rewards
that these institutions offer to research/publication efforts
relative to teaching.

The situation is compounded when, as

Light suggests, only about 20$ of American faculty are "...
research scholars who produce a substantial body of published
work.”

The other 80$ "...having no alternative model, seek

the professional ideals (of research and publication), a quest
that can lead only to humiliation and a downgrading of their
current, valuable work."

Light refers to this as the pathol¬

ogy of the American higher education system, the attempt to
combine original scholarship with universal public education
while teaching is depreciated.

The pathology and the need for

teaching improvement assumes greater clarity when it is con¬
sidered that "...the vast majority of colleges and universities
devote more of their resources to teaching than to original
„10
scholarship...."
Teaching is, however, but one professional role out of
a complex array of professional roles increasingly required
of or open to faculty members.

Additional and growing areas

>

of professional activity for faculty such as grant development
and administration, and community involvement should also be
included.

Support activities such as advising and counseling

and institutional service are also important areas where fac¬
ulty would undoubtedly benefit from at least occasional assis¬
tance .
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The point here, though, is not just that efforts should
be made to assist faculty in the total range of their profes¬
sional responsibilities.

But what is also needed is the es¬

tablishment of alternative paths to professional distinction,
that "...transcends the notion of faculty development as mere
adjustment or acquiesence to roles with a minimum of stress
by offering faculty... even greater choice and complexity in
constructing their roles.It is suggested in conclusion
that meshing these developmental efforts and alternative pro¬
fessional paths with a range of post-secondary education goals
that extends beyond the creation of new knowledge would assist
in the maximum utilization of the faculty while safeguarding
human satisfaction and dignity--in short, a prerequisite, if
not a method, to achieve individual and organizational self¬
renewal in post-secondary education.
The collaborative nature of most faculty development pro¬
grams, which roughly coincides to a relatively open system
model, has faced opposition from some faculty and administra¬
tors who feel that the responsibility for professional devel¬
opment basically resides in the individual.

The admission

of a need for assistance or attempts to collaborate with other
faculty have been hinted at as anti-professional or even anti¬
intellectual.

While some of these perspectives continue, the

reality of the current economic, social and political challeng
12

es facing post-secondary education is having a sobering effect
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Given the strong tradition of individual faculty effort, it
can be anticipated that substantial rewards for personal, pro¬
fessional achievement will continue.

It appears, however,

equally likely that, at least in the forseeable future, both
individual achievement and institutional effectiveness will
be in substantial measure a function of the ability and will¬
ingness of individuals and institutions to engage in collabor¬
ative,

self-renewal efforts.

What follows is a brief discus¬

sion of how collaboration might be advantageous in a faculty
development program established on self-renewal concepts.
Collaboration between faculty and the organization provides
the focus for this discussion.
A primary feature of a self-renewing organization as de¬
fined earlier is the ability of both work and human purposes
to be simultaneously and continuously pursued.

A faculty dev¬

elopment program based on self-renewal would, then, have to
provide for a mechanism to ensure this integration.

Partici¬

pative organizational contracts were earlier suggested as a
general model for achieving self-renewal in an organizational
setting.

Used as the foundation of a faculty development pro¬

gram, participative organizational contracts would provide the
opportunity for shared responsibility and goal development
among faculty, administrators and other judgmental bodies such
as a personnel committee.

Contracts, negotiated in an open-

ended manner, would be able to be adapted to changing develop¬
ments,

a reality of professional academic life.

Out of these
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efforts, intermediate and longer term goals could be periodi¬
cally developed and revised as feedback from the on-going trans¬
actional, contract processes

is

generated.

These contract pro¬

cesses, by establishing contact with varied levels of the organ¬
ization, would serve to increase self-knowledge as well as
personal knowledge of the social and organizational situation.
Faculty development models based on collaboration are not
intended to eliminate or substantially reduce the normal con¬
ditions of tension and stress that exist in any organizational
setting including an academic one.

In fact, because of in¬

creased communication possibilities over the more traditional
^•^^^•^-i-^U-alis tic model of academic life, it could reasonably
be expected that the opportunity for tension would be somewhat
increased, at least initially.

It is hypothesized, however,

that with adequate levels of trust and respect, e.g. a gener¬
ally supportive work climate, these tensions could be trans¬
formed into a creative productive tension.

This condition

would result in a sufficiently strong organizational equilib¬
rium, characterized by the maintenance of a resolution capacity
within itself and with its environment capable of reducing the
possibility of the organization reaching the critical stage of
collapse.
Before leaving this particular section, Blau’s discussion
on the dilemma posed by the incompatability of bureaucracy and
scholarship suggests an important consideration in designing
to

and implementing any faculty development program. J

Explicit
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administrative mechanisms are needed to facilitate organizing
and planning functions, especially in larger academic institu¬
tions.

But these very administrative mechanisms, if applied

too rigidly, will

stifle

the faculty's pursuit of scholarship

which requires a flexible. Imaginative approach and the free¬
dom to explore original ideas and depart from established prac¬
tices.

The importance of this consideration is now underlined

when, as is developed in a following section, the pressures of
a restrictive environment increase the possibility of bureau¬
cratization in post-secondary education.
As a final consideration of self-renewal concepts in a
faculty development program,

it appears axiomatic that any

faculty development program not supported by compatible admin¬
istrative and personnel policies will be an ineffective organ¬
izational component.

A common theme in organization theory

and in learning theory is that behavior is typically in response
to some reward that is internal or external to the individual.
Earlier in this chapter,

the general reward structure for teach¬

ing and research was considered incompatible with the major¬
ity of faculty members'

abilities and/or interests.

If faculty

development programs are to have an increasing impact on post¬
secondary education institutions, this inconsistency will have
to be addressed and resolved.

Without this resolution, and a

resolution that is reflective of the more multiple education
goals and varied professional role positions suggested earlier,
the subject of faculty development will severely decrease in
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importance and a promising opportunity for individual and or¬
ganizational self-renewal in post-secondary education will
have been lost.

The Environmental Impetus for Faculty Development.
Much of this Chapter to this point has focused on the
definition and advantages of an expanded concept of faculty
development.

The following section reviews some of the back¬

ground as to why there was started and continues to be an in¬
creasing interest in the subject of faculty development.

Where¬

as the preceding material was basically developed from an in¬
ternal organizational perspective, the following material is
presented primarily from an external or environmental perspec¬
tive.

As developed earlier, the question of environment is

important in open systems theory because of the assumption
that forces within the environment are not only affected by
the output of a particular system but also have an impact on
the nature of the system.

Post-secondary education, as basic¬

ally an open social system, must respond to environmental chan¬
ges by changing the patterns of its organization or behavior
in order to secure its continuing effectiveness within the
larger environment.

It is the contention here, then, that

questions of faculty development definition and program structure can be substantially clarified by an understanding of the
environment of post-secondary education and its potential im¬
pact.
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The material in this section reflects a combination of
environmental factors which different authors have variously
classified as economic, political and/or social.

The defini¬

tional distinction among the three general factors is not con¬
sidered here as important as the identification of the specific
conditions which have elevated the need for faculty development
programs.

It should also be noted that the following material

is presented in the form of generalizations and there are un¬
doubtedly many variations and outright exceptions in particular
institutions.
By way of better understanding the current environmental
conditions of post-secondary education, a brief summary of
environmental antecedents is presented below.
The environment of American post-secondary education in
this century and especially from the end of World War II un¬
til the late 1960's is generally considered benign in the
sense that there were few environmental forces which were threat¬
ening,

and financial resources were usually available.

Speaking

from the post-World-War II era, faculty positions were plentiful
and a condition of high faculty mobility prevailed.

Student

demand and public support for post-secondary education was
high which reflected, in part, the almost universal perception
that further education was a guaranteed path to individual ec¬
onomic improvement.

Perceived, apparent inefficiencies and idio-

syncracies of academic institutions and academics were basically
left uncontested.

Few alternatives to the basic knowledge dev-
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elopment, teaching and service functions of post-secondary
education were either present or well situated in American
society.

Faculty, students, and institutions, alike, were

in a dominant buyers market, an almost monopolistic condition,
where their services were widely sought after and where there
were relatively few competitive suppliers.

With the exception

of external events like the G.I. Bill and Sputnik which cre¬
ated strong change pressures, the post-secondary education
structure was able to operate, for the most part, without
much concern for potential intrusions from the environment
and with relatively passive involvement in the political de¬
cision-making process.1^
The first readily perceived indication that there was a
deterioration in the student and general public support of
post-secondary education can be roughly traced to the student
protests and campus political activism which started in the
mid-1960,s with the "free speech" movement at Berkeley and
climaxed with the protests over American invasion of Cambodia
and the subsequent Kent State and Jackson State tragedies in
the late Spring of 1970.

While Kerr suggests that these ac¬

tivities were in fact preceded by other indicators

(suspicion

of science, for example) it was the visibleness and tragedy
of these events which clearly inaugurated a new, more critical,
public stance toward post-secondary education.
Although campus political activism of the late 1960’s
tapered off rapidly in the early 1970's, additional events
and conditions accumulated to further increase the pressure
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on most of post-secondary education.

As a summary statement,

inflation appears to have particularly affected post-secondary
education although as Fleming points out, inflation only really
became critical when there developed a political unwillingness
to increase appropriations to offset inflation.16

Additional

factors such as post-secondary education’s loss of its basic¬
ally monopolistic position in research, teaching and service,
and diminished growth, add to the complex network of deflat¬
ing forces affecting post-secondary education.

The remainder

of this section deals with the further development of these
^^^^-^onmental factors and their immediate and longer conse¬
quences to post-secondary education in general,and faculty de¬
velopment issues in particular.
Assuming for the moment that most post-secondary education
institutions can not expect substantially increased appropria¬
tions for some future period, the problem of inflation becomes
severe.

The basic structure of post-secondary education is

labor intensive, with personnel and personnel service costs
accounting for approximately 75$ of total costs according to
Fleming.

'

Increases in productivity, a common hedge against

inflation in private industry due to the use of capital factors
of production (e.g. machine technology) are not as readily
realized in an institution such as post-secondary education
which relies heavily on human factors of production.

A variety

of productivity measures that have been suggested such as in¬
creasing class size, increasing number of classes taught by fac-
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ulty and reducing total number of classes offered in an in¬
stitution may offer short run financial savings but the ed¬
ucational consequences of such actions remain questionable
to most faculty and administrators.

Besides, suggests Fleming,

given the current state of legislative reality, there is no
assurance that total appropriations would not be still reduc¬
ed by the amount of savings generated even if these cost re¬
duction efforts were to be successful.
The impact of inflation in society, in addition to the
rising cost of goods and services, is usually to decrease the
real income expenditures on "non-necessity" items such as
voluntary education.

When this happens, enrollments are re¬

duced with subsequent loss of revenue to the institution or
the government.

The double edged condition of increasing

costs and decreasing revenues (appropriations) intensifies
the seriousness of the problem.
As damaging as the current inflationary pressures are
to post-secondary education, it is still the erosion of pub¬
lic support and declining client demand in addition to the
inflation that accounts for the fact that post-secondary
education is at a critical stage.

Building on the erosion

of public support and confidence that resulted from the cam¬
pus disruptions in the late 1960's, there have been a var¬
iety of new developments which, while not all negative per
se, have nevertheless had the effect of continuing to erode

89

post-secondary education’s previous elevated position in our
society.

These developments are considered in the two general

categories of the deterioration of the educational monopoly
and diminished growth.
Peter Drucker in his The Age of Discontinuity character¬
ized the current American economy as substantially and increas¬
ingly a "knowledge economy", based on "the systematic and pur¬
poseful acquisition of information and its systematic appli18
cation.
Published in 1968, Drucker's work suggested alter¬
native ways of looking at what had previously been referred
to as a post-industrial or service economy.

After almost a

decade, Drucker's observations would appear to have been sub¬
stantially verified.

The implication of this for post-secon¬

dary education is that most segments of the economy, for pri¬
mary industries such as mining and fishing, through secondary
industries such as manufacturing, to service industries such
as education and government are based to some extent on "know¬
ledge as a factor of production."

And although post-secondary

education had as its primary mission the development and transmis¬
sion of knowledge, the various industries began to develop
their own education apparatuses to enhance the knowledge fac¬
tor in their particular area.

Post-secondary education today

has lost the near monopoly position that it had on the func¬
tions that it used to supply.
as follows.

Kerr summarized the condition

More and more research is being carried on by

industry and by government bureaus and by independent agen-
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cies like Rand and Brookings; more teaching is taking place
on the job and in non-profit and proprietary technical schools
and through the media; more service is provided by consulting
firms and by professional associations.

All of a sudden it

is a more competitive world.
The question of diminished growth is complex and mixed
with many institutions continuing to face strong enrollment
demand.

However, "there is general agreement that there will

be little growth in enrollments in the remainder of this de¬
cade and a noticeable decline in the following decade".

After

averaging a growth rate of 5% a year for the hundred year per¬
iod from 1870 to 1970, Kemeny' s prognosis can be understandably
viewed as a decline in some quarters.
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In addition to the

deflationary impact of inflation on enrollments previously
discussed, there are a variety of other forces which serve
to limit the current growth potential of post-secondary edu¬
cation.

The following summary is suggested as a representative

list from the literature.
1.

Excess supply of college graduates, especially at
the Ph.D. level creates conditions of underemploy¬
ment or outright unemployment.

"The PH.D. candidate

in I960 could not miss; one in 1980 will be lucky
to make a hit."
2.

21

A close corollary to the excess graduate problem is
the decline in the economic benefit to individuals
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participating in formal education programs.
"Economic studies of education in the 1950’s and
1960’s could accurately identify the sizeable in¬
crements in lifetime income of people with college
and university degrees."22

Both the increasing in¬

come for college graduates and the opportunity for
competitive incomes in employment fields outside
the traditional college degree market

(such as the

trades) are reflected in part in the declining de¬
mand for college admission.
3*

Changing personal values cannot be

overlooked in

assessing at least the changing composition of
college enrollments.
age

For the traditional college

(18-21) person, searching for the "whole life",

decisions about formally extending education are
many times deferred while the search for "basics"
or "alternative life styles" is conducted in earnest.
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Factors such as the voluntary draft, social

welfare and viable vocational alternatives help
support these kinds of decisions.
4.

A fourth and final point to be summarized, adverse
social policy research, has so far had more impact
on the question of public support than a direct
effect on reducing growth potential for post-secon¬
dary education, although substantial enrollment re¬
duction could be a logical consequence at some point
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in the future.

Summarized by Wood,24 the work of

Robert Coleman, Arthur Jensen, Christopher Jencks
and others on "...the major role in individual mon¬
etary and intellectual achievements of heredity,
is absolutely devastating in philosophical impact
to the American commitment to equality of opportun¬
ity through education."

Granted the various qual¬

ifications that the authors have placed on their
work,

the net effect of the research calls into

question the wisdom of the public's investment in
institutions

committed to highly cognitive processes

of learning."

The foregoing discusssion describes,

in the main,

condi¬

tions generated in the environment of post-secondary education
which have and will probably continue to substantially have
impact on the nature of American post-secondary education in¬
cluding possibly its survival.

The next section of this Chap¬

ter summarizes the consequences of these conditions on post¬
secondary education and then suggests how an expanded view
of faculty development can be used to help counteract the more
negative consequences.
The benign environment for post-secondary education in
the 1950's and the first half of the 1960's has changed in
the 1970's to an unhospitable,

if not hostile,

environment.

The relative isolation or closedness that had characterized
post-secondary education's relation with its environment has
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been replaced by a relative openess which in many instances
is resulting in the academic profession being considered akin
to a public service agency and where "...the peculiarities
of academic guilds are less likely to be tolerated.”25

For

example, in a period of intensified cost consciousness, in¬
creased emphasis is being placed on quantitative indicators
to explain value.

"...Expenses are translated into work¬

time inputs, accomplishments are conceived as credit-hour
inputs, and the relationship between these quanta is deemed
to measure productivity.”

P

While few would argue that ac¬

countability measures could not stand substantial improvement
in post-secondary education, exclusive adoption of this pro¬
ductivity model would probably result in a dysfunctionally
narrow definition of efficiency which would leave out much
of the complexity and necessarily unquantifiable nature of
academia.
For faculty, the change in the environmental conditions
has resulted in the loss of the sellers’ market and mobility
that they had previously enjoyed in the last two decades.
Leveling off of enrollments and real revenues/appropriations
have cut the demand for new faculty at the very time faculty
supply is great due to years of graduate population growth.
The tenure structure of most post-secondary institutions adds
another constraining dimension.

To the extent that particular

institutions are faced with no growth or declining growth sit-
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uations, and to the extent that an institution is close to
or at a recommended tenure ratio (usually between 1/2 and
2/3)

,

there will be minimal opportunity for promotion and

tenure for new faculty.

This condition would severely limit

the flexibility of institutions in responding to changing
client demands and expanding areas of knowledge by discouraging new faculty from applying and by relying on existing
faculty to carry forward needed educational changes.
How faculty can or should respond to these conditions
of "the new depression"

or the "steady state"29 is the

basic question of this Chapter.

To the question of should

they respond, there appears little doubt.

"Faculty members have no choice but to examine them¬
selves and their social and professional situation.
They can attain control over their professional lives
and the society and organizations in which they live
only to the degree that they can understand what is
happening to them and to the world they inhabit." 30
The question of what form this response should take,
however, does not generate an unanimity of opinion.

The

position assumed here is that an expanded program of faculty
development as described earlier offers the best solution.
Although a major alternative strategy increasingly adopted
by post-secondary institutions is contained in collective
bargaining.

Collective bargaining often develops into a

heated issue because of the fundamental questions raised
about traditional faculty roles.
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In advocating resort to collective bargaining bv faculty members, the AAUP (American Association of UniverProfessors) would seem to have abandoned the tra¬
ditional concept of status in favor of contract, the
status of ’member* in favor of that of ’employee'
to have thought of the university in terms of a corpor¬
ation rather than a community and to have cast the fac¬
ulty into an adversary relationship with ’employer’.
While a detailed discussion of the pros and cons of col¬
lective bargaining is beyond the scope of this paper, it does
appear to add balance to the previous statement by Woodward
that the lure of collective bargaining appears to be partic¬
ularly strong for untenured faculty - faculty on the outside
of the currently "safe" tenure structure.

There also appears

to be strong support for collective bargaining in post-second¬
ary education institutions that emphasize mass teaching of
undergraduates.

Parsons is quick to note, however,

"...that

the elite core of the academic profession has not been engulfed by this drive,"

32

(for collective bargaining).

ued validity of Parsons’
to this writer though.

The contin¬

observation does not appear certain
Post-secondary education has already

proven vulnerable to a range of environmental forces by "con¬
verting questions of money into questions of purpose.Who
is to say how tenured faculty, even the "elite core" will re¬
spond if further budget cuts effect them?
dynamic equilibrium,

In a setting of

further unionization of post-secondary

education will undoubtedly alter the nature of that part of
the political,

social and economic environment which generally

supports post-secondary education.

The problem of collective
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bargaining leaves an ominous and as yet unanswered question
for the future of post-secondary education.

And the apparent

imminency of the problem underlines Kerr’s statement that "sel¬
dom has so great an American institution passed so quickly from
its Golden Age to its age of Survival.
What has to be a tentative summary adopted by this writer
attempts to refocus on the issue of self-renewal for a pres¬
sured post-secondary education, both from the perspective of
the organization and the individual.
The next decade will not be easy for professors.
Econ¬
omic and social pressures will require a new level of
resourcefulness.
Faculty will seek to protect their
economic interests in a variety of ways, including group
action; but ultimately their well-being depends on sup¬
port for higher education by taxpayers, potential stu¬
dents, and donors.
Whatever self-defensive measures
are required, faculty should place their main hope in
programs for professional development.
To the extent
that faculty development thrives, colleges and univ¬
ersities will have more to offer, and public and profes¬
sors will at the same time find greater satisfaction
in their work.

Faculty Development Programs
Gaff, in a recently completed study on faculty develop¬
ment efforts in post-secondary education institutions in this
country,^ concludes that although only a minority of insti¬
tutions currently have any systematic program for faculty im¬
provement, the number of programs is rapidly growing.

The

final section of this Chapter summarizes the status of this
movement and provides descriptions of two representative pro¬
grams .
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Although the majority of faculty development efforts are
concerned with instructional improvement, individual programs
vary widely on the focus and approach used.^

Gaff differ¬

entiates these various programs into three (3) general cate¬
gories of faculty development, instructional development and
organization development.

He further elaborates the purpose

of each of these categories as follows:

Faculty Development -

promotes faculty growth; help faculty members acquire knowledge,
skills,

sensitivities, and techniques related to teaching and

learning.

Instructional Development - improve student learn¬

ing; prepare learning materials; redesign courses; make in¬
struction systematic.

Organization Development - create ef¬

fective environment for teaching and learning; improve inter¬
personal relationships; enhance team functioning; create pol¬
icies that support effective teaching and learning.

Gaff’s

research has led him to the conclusion that "...the most suc¬
cessful programs include elements of all three approaches in
oQ

a comprehensive endeavor.'0

Bergquist and Phillips in their

article "Components of an Effective Faculty Development Pro¬

gram"^ presented a model based on a similar distinction,
classifying the components as Personal, Instructional and Or¬
ganizational .
The work of Gaff, and Bergquist and Phillips has taken
the conceptualization of faculty development beyond the rel¬
atively narrow practice of teaching improvement which is still
a dominant characteristic of most faculty development programs.
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By at least emphasizing the conscious attempt to consider both
individual and institutional needs as well as the processes
and organization structures needed to support these efforts,
this recent addition to faculty development thought would
appear to be in keeping with concepts of organizational self¬
renewal.

The following two (2) faculty development program

descriptions are presented as examples of the two (2) differ¬
ent approaches to faculty development discussed.

The first

program, the Center for Professional Development of the Kansas
City Regional Council for Higher Education (KCRCHE) appears
to be relatively comprehensive, dealing with teacher and ad¬
ministrator effectiveness as well as personal services and
a variety of additional support capabilities.

It is also one

of the few professional development programs in the country
that serves a wide variety of independent post-secondary ed¬
ucation institutions.

The program does not appear, however,

to systematically integrate the needs of the individual facul¬
ty member with the needs of the appropriate institution, a
condition which does not reflect a total self-renewal strategy.
The other faculty development program, Gordon College’s Indiv¬
idualized Faculty Development Plan, takes a different approach.
It is based on self and mutual assessment and evaluation be¬
tween the faculty member and the department chairman.

While

Gordon College’s plan does not have as many specific develop¬
ment programs as does

KCRCHE, Its systematic integration of

individual and institutional concerns on an ongoing basis would
appear to make a basic framework of a self-renewing system.
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The following description of these respective programs
is taken from their standard promotional materials and is
used with the permission of the respective program directors.

GORDON COLLEGE
WENHAM, MASSACHUSETTS
FACULTY DEVELOPMENT PROGRAM
OBJECTIVES
The faculty growth contract is intended to achieve the
following objectives:
1.

To individualize faculty role responsibilities in
accordance with the particular strengths, weaknesses,
and interests of each faculty member.

2.

To encourage the growth of each faculty member in
accordance with his strengths, his weaknesses, and
his defined institutional role.

3.

To raise the performance level of faculty members
individually and therefore the faculty as a whole.

4.

To provide a more precise and comprehensive basis
for evaluation of faculty and consequently to im¬
prove the decisions relative to personnel matters.

PROGRAM ADMINISTRATION
The Dean of the Faculty is the officially designed pro¬
ject director and will administer the program in cooperation
with,
mittee

and be a voting member of,

a Faculty Development Com¬

(hereafter known as FDC) which will consist of five
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divisional representatives.

The committee will be chaired

by an elected faculty member and will be responsible for major
decisions relative to the program.
PARTICIPATION
Participation by full-time faculty members and selected
administrative officers will be on a voluntary basis.

For

those who do not participate, the existing program of par¬
tial support for attendance at professional meetings and
eligibility for sabbatical leaves of absence will be con¬
tinued.

All faculty will continue to be eligible for the

Parents'

Association Research and Development Grants.

PROGRAM COMPONENTS
1.

Personnel
a.

Dean of the Faculty - the Dean of the Faculty,
as Project Director, will devote approximately
twenty percent of his time to the administration
and the general oversight of the program.

b.

Secretary - A half-time secretary will be avail¬
able to provide necessary aid for those activi¬
ties which are related to the general work of
the committee (FDC).

2.

Workshops
a.

The annual Faculty Workshop will be an integral
part of this program and will be planned accord-
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ingly.

This will necessitate coordination be¬

tween the Faculty Development and Faculty Affairs
Committee.
b.

A dissemination workshop conducted by Gordon
College will be held in June 1977.

One-hundred-

twenty faculty members and administrators from
other colleges and universities will be invited
to participate.

The workshop will be staffed

by personnel from Gordon College and other in¬
stitutions which have utilized similar approaches
to faculty development.
3-

Sabbatical Leaves of Absence - The project will pro¬
vide for more adequate funding of the program of Sab¬
batical leaves of absence as revised in 1973.
cifically,

Spe¬

it will provide for more extensive use

of adjunct faculty to substitute for faculty on
leave.

In addition, participants will be eligible

for funds to support expenses incurred in conduct¬
ing sabbatical activities.

Sabbatical plans should

be integrated into the Individualized Development
Plans

(hereafter known as IDP - see below) and ap¬

plied for in accordance with procedures specified
in the Administrative-Faculty Handbook.
4.

The Individualized Development Plan - Individualized
Development Plans, sometimes called growth contracts,
are the primary ingredient in this program of devel-
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opment.

An Individualized Development Plan is a

systematic approach to self-evaluation, a definition
of institutional roles, a charting of the direction
of the participants personal and professional growth,
and of the assessing of his performance.

The com¬

ponents of an Individualized Development Plan are
described below.

PROCEDURES FOR IMPLEMENTATION
There are five major steps in the implementation of a
given Individual Development Plan.

These steps involve I

A.

Declaration of Intent To Participate

B.

Preparation of first draft of an Individual Devel¬
opment Plan

C.

Approval of an Individual Development Plan

D.

Carrying out of Plan to its stated conclusion

E.

Assessment

The details of these steps are as follows:
Step A - DECLARATION OF INTENT TO PARTICIPATE
If you intend to participate in the Faculty Development
Program during the 1976 calendar year, please indicate
this intention on the attached form by January 16, 1976.
Your completion of this form will aid the FDC in its
overall planning.

Since monies will be granted only on an annual basis.
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the participant is asked to present an approximate
total budget figure for the current calendar year.
Those formulating plans lasting for more than one year
will also be asked to submit budget requests at the be¬
ginning of each new calendar year.
Step B - PREPARATION OF FIRST DRAFT OF AN INDIVIDUAL
DEVELOPMENT FORM
Since budgeting is granted on a calendar year basis, the
evaluation of each plan will be conducted annually as
well.

Therefore, any plan, of whatever duration, should

be subdivided so that review and approval procedures can
be conducted at the beginning of each calendar year.
Therefore, this annual structure pre-supposes the neces¬
sity for each participant engaged in a multi-year plan
to submit a new Application Form by the 15th of January
of each calendar year.

The probability is that funding

will be continued for plans which have demonstrated resonable growth.
The following instructions are intended to aid in the
completion of the attached Annual Application Form:
1.

Self Assessment

Write a frank assessment of your strengths and current
interests as well as your weaknesses and current dislikes.
Include items directly related to your current institu-
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tional responsibilities (e.g., an ability to conduct
small seminars in contrast to a lack of ability in
lecturing to large classes, or an interest in doing
more research in contrast to a distaste for the admin¬
istrative duties of being a department head).

Also

include items that may be only indirectly related to
current institutional responsibilities (e.g., lack of
aesthetic sensitivity in contrast to an ability for
critical thinking; or, an interest in further study
outside of your discipline; or, a need to devote more
time to your family).
II.

See Appendix I for more examples.

Statement of Institutional Role
a.

Current Responsibilities

Write a statement of your current institutional respon¬
sibilities based on the assignments actually carried out
during the past few quarters.

This statement ought to

be comprehensive, including items such as specific teach
ing duties, scholarly activities, counseling, committee
work, administrative work, and co-curricular involvement
b.

Assessment of Current Responsibilities

Write a statement indicating the extent to which your
current responsibilities are compatible with your
strengths, interests, and weaknesses as noted in your
self-assessment.
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c.

A Definition of Responsibilities during Plan

Write a statement defining your responsibilities during
the plan. It is conceivable that in light of your response
B. above, a possible redefinition of your current institu¬
tional roles might suggest itself.

In cases where you

propose a redefinition of role, consultation should be
held with your department head and other faculty that
might be affected, to insure that your proposed re¬
definition can be coordinated with the role definitions
of other faculty in light of the total responsibilities
of the combined faculty.
III.

Individual Plan for Growth
On the basis of your analysis in steps 1 and 2 above,
design your own plan for personal and professional growth.
If the time duration of your plan extends beyond the cur¬
rent calendar year, state specific goals for the initial
calendar year, with means for your assessment noted for
each goal.

See Appendices

I and II for examples of

goal statement.
IV.

Proposed Evaluation Committee
Select an Evaluation Committee of at least two persons
which is capable of assisting you in the design and im¬
plementation of your plan, and in the evaluation of your
growth.

Potential committee members may include faculty
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colleagues, administrators, upperdivision students,
alumni, or colleagues at other institutions.
V.

Budget Request
Prepare an itemized budget request for your development
plan.

If your plan is to be extended beyond the current

calendar year, you should submit an approximate figure
for the total program and an itemized budget for the in¬
itial calendar year.

The yearly amount per faculty mem¬

ber will depend on several factors such as the number of
participants and total amount of requests.

For instance,

given current funds, 36 participants would give each in¬
dividual an average of $500 per year and also provide
for a modest contingency fund for supplemental requests
or unanticipated expenses for participants and inclusion
of late applicants.

However, it is realistic to assume

that funding will vary from project to project and will
be the responsibility of the FDC to judge each request
on its individual merits.
Examples of activities for which funding may be requested
are:
Research Assistance
Publication Costs
Instructional media material for courses, to support
experimentation/innovation in teaching method¬
ology, to evaluate one’s performance, to develop
new courses or units of courses, etc.
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Attendance at professional meetings - this will sup¬
plant our regular budget for this purpose except
for those who choose not to participate in the
Faculty Development Program; therefore, if you
intend to participate in the program, and plan
to attend a professional meeting during the cur¬
rent calendar year, these expenses should be in¬
cluded in your IDP budget.
Tuition for courses related to your responsibilities
and plans for growth (refresher courses, courses
to assist in developing new teaching areas, etc.)
VI.

Procedures for Monitoring Progress
This section is to be completed only after discussion
with the participants approved Evaluation Committee.
Step C - Approval of an Individual Development Plan
1.

Submit the rough draft of your Individual Develop¬
ment Plan to the Faculty Development Committee.

The

role of the FDC at this point is to advise on pos¬
sible revisions in the rough draft.
2.

In cooperation with the EC, construct a final draft
taking into consideration suggestions for revisions
made by the FDC.

4.

File two copies of your final plan with the FDC and
one copy with each member of your EC.
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Step D - Carrying Out Of Plan To Its Stated Conclusion
Step E - Assessment
Assessment of achievement will occur at the end of each
calendar year.
1.

Write a self-assessment using the attached assess¬
ment guidelines, with copies going to each member
of your EC.

2.

(See Appendix III)

Your EC will then write a one consensus assessment
using the same guidelines.

You will receive a copy

of this assessment.
3.

Copies of your self-assessment as well as the assess¬
ment of your EC should be sent to the FDC for inclu¬
sion in their confidential files, to be used exclus¬
ively for the purposes of the College's accountability
to the Kellogg Foundation.

4.

It is the option of the participant to file a copy
of his Development Plan and various assessments in
his current dossier in the office of the Dean of
the faculty.
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The Center for Professional Development was established
in August, 1974, with a grant from the W.K. Kellogg Foundation
and matching funds from KCRCHE member institutions.
In a detached, confidential, and professional setting,
the Center (1) assists teachers and administrators in for¬
mulating and implementing plans for increased professional
effectiveness,

(2) gives individual attention to immediate

problem-solving needs, whether professional or personal, (3)
provides resources for evaluating and re-evaluating both pro¬
fessional and personal goals, and (4) assists in preparation
for new professional responsibilities on the home campus.

The

Center also provides technical assistance to member institu¬
tions in planning and implementing campus-based programs for
staff development.
TEACHING EFFECTIVENESS AND RETRAINING
I.

Creative teaching is an essential activity in all

member institutions, and the process of further increasing
teaching effectiveness is a continuous one for even the most
expert practitioners among us.

That process can often be as¬

sisted by resources from outside the teaching institutions
themselves.

The Center offers resources and support opportun¬

ities in relation to
New materials and methods
Evaluation procedures
In-class observation
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Models for course reorganization
Sabbatical and long-range career planning
Funding search for teaching and resource projects
Advice on proposal writing

These services are provided by the Center staff, by KCRCHE
faculty members who have won recognition as teachers, and
by expert consultants from outside the region, through in¬
dividual consultation, seminars, and a new Center-sponsored
journal on teaching and curriculum development, to which
KCRCHE faculty members and administrators are invited to sub¬
mit articles.
II.

Retraining for new teaching responsibilities is also

a Center priority.

Given the financial problems faced by

colleges and universities in the 1970's, faculty positions
and entire departments are occasionally phased out and, in
some cases, the affected faculty members are given the op¬
portunity to qualify for teaching responsibilities in other
departments.

As a result of retrenchment. Faculty members

sometimes face the need to shift from one teaching field to
another, and administrators, who have been out of the class¬
room for a period, sometimes return to teaching.

In both

cases, updating for the new responsibility is essential.
For such persons, services are available in relation to

Appropriate graduate and post-graduate programs
Fellowship support

Self-directed re-training efforts

Ill
ADMINISTRATIVE EFFECTIVENESS AND RETRAINING

1.

Administrative effectiveness is essential to colleges

and universities these days because of the need for competent
management of their scarce fiscal resources, and for the cre¬
ation of an institutional climate which supports teaching and
learning.

To that end we offer resources and support oppor¬

tunities in relation to
New administrative models and techniques
Evaluation of performance
Current readings in each administrative field
Long-range career planning
Funding search for individual research and
development
Advice on proposal writing
The support opportunities listed above are provided by the
Center staff, or by recognized administrators from other in¬
stitutions, through individual consultation, seminars, and
short-term internships.
II.

Institutional retrenchment and changes in institutional

missions alike involve a reallocation of the human resources
within colleges and universities.

Administrators and teachers

increasingly find themselves invited to accept new administra¬
tive duties for which they have basic ability but little or
no experience.
We are prepared to assist with administrative retraining through
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all of the services listed in the section immediately above,
as well as
Job description models
Short-term internships
Training institute information
Again,

it should be emphasized that the Center's retraining

services are available only when a new position has already
been agreed upon by the individual and his home institution.

PERSONAL SERVICES

Special personal and professional needs of individuals
are concentrated at common points in the cycle of a professional
career, and one of the purposes of the Center is to provide the
human and technical resources which can assist them when these
needs arise.

I.

Beginning a Teaching Career.
The first year or two of full-time teaching is often par¬

ticularly difficult.

Because most graduate schools do not pre¬

pare degree candidates for their teaching responsibilities,
new teachers may try to reproduce the styles by which they were
taught, or seek a style of their own by trial and error, creat¬
ing stress for themselves and for their students.

We are pre-

pared, through individual consultation on request, and through
workshops offered both on and off the campus, to assist new
teachers with such matters as
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Standard classroom methods
Non-traditional approaches to teaching
Guiding independent study
Course design
Bibliographical resources
Student advising
Long-range career planning

II.

Mid-career Needs.
After pursuing their careers for a number of years, many

teachers and administrators experience the satisfaction and
recognition which come from a growing professional competence.
Others become restless, feeling that their work is no longer
challenging.
confidence.

Still others may experience an erosion of selfWhatever the case, this is a good time for personal

and professional re-evaluation.

Successful professionals

can use systematic assessment as a source of new insight and
energy for a move to higher levels of achievement, while those
who are uncertain may welcome an opportunity either to find
new resources for increasing their professional satisfaction,
or to find some new professional activity.

For individuals

at mid-career, we offer
Interest and aptitude testing
Individual consultation on mid-career matters
Small-group discussions
Assistance with career and life planning
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III. Pre-retirement Planning.
There seems to be a trend to earlier retirement for teach¬
ers and administrators, along with a longer life-expectancy.
Since they can now look forward to a considerable period of
vitality after the conclusion of an active career, planning
for retirement should begin early so that individuals will
have sufficient time to prepare themselves both psychologically
and financially.

The Center will organize retirement-plan¬

ning seminars to assist teachers and administrators with thought¬
ful preparation for a vital and secure retirement period.

IV. Relocation Assistance.
Services are available through the Center to assist any
teacher or administrator whose contract is not renewed.

While

we do not have resources to assist with actual job placement,
there are a number of useful things we can do, through indi¬
vidual consultation on request, and through organized work¬
shops, to help with
Preparing a resume and dossier
.

The job search and job interview
Interest and aptitude testing
Assessment of career alternatives
Career and life planning

V. Counseling Services
Individuals may sometimes experience stresses and strains
which are serious enough to rob them of essential satisfactions
and reduce their effectiveness on the job.

When this happens,
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and when a detached and anonymous setting for such help is
desired, the Center can make resources available for both in¬
dividual and group counseling.

Opportunities to join a group,

and procedures for taking advantage of individual, private
consultation, will be announced throughout the year.

INFORMATION SERVICES

This is a particularly vital period in American higher
education, and all kinds of interesting things are happening
in college teaching and administration.

Access to this broad¬

er experience and experimentation is important to every pro¬
fessional, but the mass of such information sometimes seems
bewildering.

We are making a systematic effort to find out

what is happening where, who is doing it, how they are doing
it, and whether or not it works.

Additionally, we collect

information about regional and national conferences, seminars,
and workshops; about advanced degree programs; and about public
and private funding possibilities which can support the inter¬
ests of individual professionals.

And we are prepared to

search for other information which is relevant to individual
interests and needs.
SUPPORT FOR CAMPUS-BASED PROGRAMS OF STAFF DEVELOPMENT.

The value of the Center's services to individual teachers
and administrators will be measured in part by the impact these
individuals have on their own institutions.

That institutional
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impact can be strengthened by the consultative and technical
services the Center is ready to provide directly to campuses
for the planning and implementation of their own on-going
programs of staff development.
Models for on-campus staff development
Training for personnel
Funding search

MISCELLANEOUS BUT IMPORTANT MATTERS

I. The Center’s Operational Style.
We believe that one-to-one contact between the Center's
staff and persons from the campuses is the most flexible and
effective way relevant help can be provided.

This style al¬

lows direct support and assistance, and guarantees that the
Center’s staff will be working with real rather than imagined
needs.

We also seek, whenever possible, to follow-up with

individuals who attend our workshops and conferences.

II.

Confidentiality
Complete confidentiality is assured to all who request

the services of the Center.

No reports are made to the home

campuses, except at an individual's request.

This is an es¬

sential condition of our activities and is intended to create
an environment of professionalism and trust.

III.

Pro.lect Support

The primary purpose

of the Center is to provide profes-
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sional services, both human and technical, to individuals and
campuses in support of increased teaching and administrative
effectiveness.

It is not, therefore, a grant-dispensing agen¬

cy in any major sense.

Limited funds are available, however,

for individual project support and are contingent upon two
considerations:

(1) demonstration of the ways in which pro¬

posed project-support will directly enhance teaching effective¬
ness, administrative effectiveness or institutional effective¬
ness, and (2) agreement on the part of the home campus to pro¬
vide matching support.

Where project support relates to the

enhancing of professional effectiveness in current job respon¬
sibilities, the home campus is asked to provide $1.00 of match¬
ing funds for every $4.00 of Center funds.

Where project sup¬

port relates to the retraining of individuals for new job re¬
sponsibilities, the home campus is asked to provide $2.00 of
matching funds for every $3.00 of Center funds.

IV.

Adjunct Staff
By inviting recognized faculty members and administrators

from the KCRCHE member institutions, and from institutions out¬
side the region, to serve as adjunct members of its staff, the
Center can range widely in the search for valuable resources
and can insure flexibility in serving the needs of individuals
who request assistance.
V.

Professional Development Program Committee.
Each campus has an official representative on the Profes-
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sional Development Program Committee, which advises the Center
staff on all of its activities.

This representative provides

an important informational link between your own campus and
the Center.

Both in conceptualization and approach, the Gordon Col¬
lege Plan is similar to the Individualized Faculty Statement
used by the School of Education.
W.

K.

Its recent funding by the

Kellogg Foundation indicates a continued interest among

funding agencies in helping to support a variety of profes¬
sional/institutional development efforts.

The basic assump¬

tion appears to be that "...faculty, instruction and organizations can and should be systematically developed."
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Al¬

though it is still too early to determine the effectiveness
of these various approaches, the availability of the necessary
financial resources from private foundations and public treasuries, already pressed in many other areas, will soon disappear
if it appears as though the current development efforts are
i

failing or if other attractive opportunities develop.
As a final consideration in this Chapter, the implications
of an expanded definition of a faculty development program and
their relation to the previous discussion of organizational
development are noted.

To the extent that expanded faculty

development models such as those suggested by Gaff, and Bergquist and Phillips become operational, they wil 1 undoubtedly
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have an impact far beyond the improvement of teaching skills
for individual faculty members.

Bergquist and Phillips sug¬

gest the phrase "academic community development" in explanation
for the possiblility.^

Specific faculty development strat¬

egies such as teaching improvement, teaching evaluation and
life planning workshops, when coordinated with larger insti¬
tutional needs, will have a potential multiplier effect on
not only the faculty, but also on the student body and the
administration, three basic components of an academic com¬
munity.

One possible scenario outline

of this, using a sam¬

ple of faculty development strategies suggested by Bergquist
and Phillips,

ii p

follows.

A method of self assessment is in¬

itiated by a faculty member who then seeks consultation with
a peer advisory group, a primary administrator or some com¬
bination thereof.

The self-assessment provides information

not only in regard to immediate performance of faculty member
in a broad range of professional activities, but also has el¬
ements of life planning in it.

Broader institutional needs

are introduced through the peer advisory group and administrator.
Tentative agreements are made about best possible use of fac¬
ulty member’s talents, given personal, professional and insti¬
tutional needs.

Various skill training options are available

for the faculty member where appropriate.

A multi-strategy

for evaluation of work actually performed is developed in¬
cluding elements of self-evaluation, student evaluation, peer
evaluation, external evaluation, and administrative evaluation.
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In each case the function of the evaluation is to not only
provide feedback to the faculty member about his or her per¬
formance, but also to provide additional input of ideas about
alternative, needed professional activities.

This information,

for example, an indicated need for more in-service education,
then becomes part of a continuing needs assessment process,
operating at least informally if nothing else.

Reward struc¬

tures would be linked with these development and evaluation
processes and decision-making for the institution would be
informed by these outcomes as well as provide input for
future consideration by the faculty.

The composite process,

admittedly simplistic as presented here, provides not only
assistance to the faculty member but communication linkages
to other groups in the community including faculty members,
administrators, students and external audiences.

Thus a

comprehensive, organizationally integrated faculty develop¬
ment program becomes a strategy for developing a renewal for
the entire academic community.
From a review of the literature, it would appear that
the term faculty development generates many of the same con¬
ceptual limitations as does the term organizational development.

The perception of faculty development programs as a

rather limited range of instructional and curriculum devel;

opment techniques is often an inaccurate and inadequate rep-

i

resentation of the field of faculty development, just as it

,

is insufficient to characterize the field of organization
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development as being solely concerned with human relations.

SUMMARY

As organizational renewal was suggested as a concept to
embrace the advanced state of thinking as it relates to complex
organizations, it would appear as though a similar change of
nomenclature would provide the opportunity for a more compre¬
hensive and accepted definition of faculty development.

One

suggestion might be "academic community renewal,” following
on the lead of Bergquist and Phillips and reflecting the pre¬
vious discussion on renewal in this present study.

It is,

however, the concept and not the terminology that will best
serve the success of any strategy.

It is the concept of a

comprehensive, continuing faculty development program, inte¬
grated with the needs of the institution including the admin¬
istrative leadership, students and key external groups, that
is being suggested as one strategy to guide post-secondary
education institutions through these current times.
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CHAPTER

IV

EVOLUTION AND EVALUATION OP THE
INDIVIDUALIZED FACULTY STATEMENT PROCESS

Overview

The primary subject of this study is a process referred
to as the Individualized Faculty Statement

(IFS).

Developed

and implemented at the School of Education, University of
Massachusetts, Amherst, the IFS is based on a form of par¬
ticipative organizational contracts.

It is designed to max¬

imize the fit between institutional and individual goals while
at the same time facilitating the School’s ability to respond
to changing needs and encouraging professional development
opportunities for individual faculty members.

Previous mater¬

ial on self-renewal and faculty development has been presented
as the basic theoretical and applied foundation for the In¬
dividualized Faculty Statement process.

This Chapter further

defines the IFS process and reports on the results of its at¬
tempted implementation in the School of Education.
The organizational framework and general evaluation
methodology for this Chapter is adapted primarily from an
educational evaluation and decision-making model, developed
by Stufflebeam, called CIPP (Context, Input, Process and Pro¬
duct).1

The CIPP model is considered a particularly approp-
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riate framework because it encompasses the complete range of
stages that this project has gone through.
for example,

The context stage,

focuses on the diagnosis or stage setting, helping

to establish the overall objectives desired for the project.
Development of the necessary strategies and the design for
their implementation is included in the input stage which fol¬
lows the context stage.

After the diagnosis and strategy for

implementation have been completed, feedback regarding the
actual implementation procedures and program experience con¬
stitutes the third stage or process stage of the CIPP model.
Finally, a product stage is designed to monitor and interpret
project outcomes as they relate to objectives during the pro¬
ject cycle as well as at the end.
There are other characteristics of the CIPP model which
are also considered important.

Stufflebeam's suggested use

of feedback to inform and where needed change the premise of
any one of the stages is considered consistent with the prin¬
ciples of open systems theory previously discussed in Chapter
2,

New information is constantly provided in the product

stage,

for example, which could lead to re-examination of ear¬

lier decisions in the context, input or process stages.

A

final characteristic of the CIPP model considered important
here is its relation to actual decision-making.

CIPP is dev¬

eloped by Stufflebeam as a decision-management oriented ap¬
proach to educational evaluation.

The model, in other words,
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is not only supposed to generate judgements for the evaluator
but also provide program data (such as descriptions) for the
decision-maker.

The evaluation component and decision making

component are seen as highly interactive processes, both of
which are eventually necessary for effective program devel¬
opment.

This particular approach is considered particularly

appropriate in this study because of the dual roles assumed
by the author of evaluation and to some extent decision-making.
Although complete conformity to Stufflebeam’s model is
not intended, the model is suggested as a general strategy
to provide a reasonably complete description and evaluation
of the IFS process.

Each stage will include descriptive

material and an analysis as well as a chronological ordering
of key events.

The major focus of evaluation material is in¬

cluded in the process and product stages which is concerned
with the implementation of the 1974-1975 IFS process.

The

operational definition of evaluation used in this present
study is adopted from Worthen and Sanders.

2

"Evaluation is

the determination of the worth of a thing...." which includes
collecting specific information relevant to a particular pro¬
gram product or objective.

The goal of evaluation is con¬

trasted with their definition of research which is aimed
"...at obtaining generalizable knowledge by contriving and
testing claims about relationships among variables or de¬
scribing generalizable phenomena."
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The strategy decided upon for the descriptive and evalu¬
ation aspect was to collect a broad set of material reflecting
as much of the IFS process as possible rather than pursuing
an intensive study on a relatively narrow dimension such as
a single objective.

This decision appeared particularly valid

in the light of the very fluid nature of the IFS process, the
"action" nature of the implementation processes, and the de¬
sire to broaden the School community's knowledge of the IFS
process as much as possible.

Another part of the strategy

used is referred to as multiple operationism^ which involves
the use of a variety of methods to collect information so
that bias of any one method is minimized and a more valid pic¬
ture is developed.
A summary of the various information collection/evaluation techniques used in this study can be roughly divided
into two overlapping areas of sources and techniques.

They

are as follows:
Sources and types
1.

Personal observation and interpretation

2.

Institutional records

3.

Qualitative and quantitative material

Techniques
1.

Goal based (material collected based on stated
goals of the IFS process) and goal free (mater¬
ial collected based on actual effects of the
IFS process)^
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2.

Formative evaluation (evaluation used on a pro¬
gram still "in process" as feedback to decision
maker for possible improvements in program) and
Summative evaluation (evaluation of a finished
product p

3.

Structured interviews (pre-established questions,
specific objectives) and unstructured interviews
(open-ended discussion, more general objectives)
Questionnaires

5•

Content analysis of completed IPS forms

More specific details on the evaluation methodology used
for the 197^-75 IFS process will be presented in the process
and product stages.

Context

(Diagnostic) Stage

The Context stage of the CIPP evaluation model presents
the diagnosis that established the overall objectives for the
IFS process.

The approach used here focuses on the initial

development of the IFS concept in the School and describes
the events which led to its eventual adoption.

Institutional

records provide the major source of information in this area
supplemented by recollections of times and events gathered
from several key participants and personal observations.
The initial development of what is here called the In¬
dividualized Faculty Statement process began in 1968 in the
School.

While the structure and function of the Individual¬

ized Faculty Statement process has been described previously
as a relatively simple system, its role in the School as a
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subsystem, at least potentially. Is much more complex.

The

IPS has affected, but mainly been affected, by many subsystems
events within the School and its environment.

This sec¬

tion on evolution is developed as the context stage, but it
also indicates in some additional measure, the interactive
and complex nature of the IPS process even from its beginning.
The genesis and development of the IPS concept is reflec¬
tive of the experience of other ideas generated in the School
after the arrival of Dwight Allen in January 1968.

The School's

involvement in developing alternatives to traditional education
practices was not limited to just the exportation of these
ideas to the larger education community.

During the "plai-

ningyear", the first full academic year, 1968-69, of Allen's
tenure at the School, many alternatives were developed for
use in the School either prior to or simultaneously with their
recommendation for outside use.

Experimental curriculum, elim¬

ination of rigid degree requirements, alternatives to tenure
and flexibility in the development of academic programs, are
some examples of alternatives, that were either implemented
or seriously discussed as a result of the "planning year" ef¬
forts.

The genesis of the IFS concept appears to have occurred

in a similar manner.

One of the initial events of the plan¬

ning year was a retreat, held in Colorado which "...was expec¬
ted to provide a strong beginning for the year, an opportun¬
ity for the entire group to get to know and work with each
other, and a chance to

'dream big'

unhindered by the normal
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day-to-day pressures of the regular school environment."6
During one of the retreat planning sessions the point was
raised asking why in this environment of relative freedom
being developed for students could there not be a similar
freedom of opportunity for faculty.

This point found fur¬

ther elaboration in the mind and writing of Professor A1
Ivey who later made the suggestion to Dean Allen "...that
professors ought to be able to choose a combination of their
services and evaluation roles." 7
Dean Allen supplied the first comprehensive, public
written statement about this concept in his June 12, 1969
memo to Earl Seidman, Dean for Academic Affairs and the
Executive Committee composed of Tom Clark, Dave Schimmel
and A1 Ivey.

(Attachment A)

the memo were:
base,

The basic points included in

With the establishment of a common teaching

faculty members have the opportunity for individual

specification of professional service to the School; there
would be agreement in advance on the scope of the service
and the nature of the evaluative criteria; a preliminary
framework of operational expectations for the various pro¬
fessional service areas was provided.
The proposal was discussed by two personnel policy
planning committees for two years, and in the Fall of 1971
was presented to the faculty under the title of "The Nego¬
tiated Contract” along with several other personnel policies.
The other policies included the functions, activities, member¬
ship and procedures of the Personnel Committee, recruitment
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and hiring procedures, evaluation procedures and criteria
and merit awards.

The Faculty accepted the full Report,

including the Negotiated Contract, which was then forwarded
to the School Administration for implementation.

The com¬

plete text of that portion of the Report dealing with "The
Negotiated Contract" is contained in Attachment B.
The differences between the 1969 Allen memo and the 1971
Clark Report are significant from both the perspective of
what was said and what was not said.

The evaluation function

was still very much present in the Clark Report, but the eval¬
uation criteria were only considered in a general way.

As

stated under another section of the Clark Report entitled Eval¬
uation Procedures and Criteria,

"The primary criterion for

evaluating a faculty member's work shall be the degree to
which he has fulfilled the terms of the negotiated contract."
The feature of differentiated professional activity was also
continued in the Clark Report, but no attempt was made to es¬
tablish course equivalency guidelines.
ceptable course equivalency

guidelines

Establishment of ac¬
for all profes¬

sional activity was considered fundamental to the differentia¬
ted activity aspect of the contract procedure because the Univ¬
ersity and State Legislature were accustomed to thinking of
faculty load primarily in term of courses taught
each semester was considered standard).

(3 courses

It was reasoned that

any attempt to alter this thinking would have to be done on
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the basis of an expanded course equivalency model.
The resolution of these two points, evaluation criteria
and course equivalencies consumed much of the time and energy
surrounding the implementation of a successful "Contract" pro¬
cedure at the School and have probably in large part served
to prevent the "Negotiated Contract" from reaching the poten¬
tial that had been expected of it.
Other differences in the two documents served to make
adoption of any contract procedure even more problematic.
For example, whereas Allen talked of the faculty member at
the time of employment "... selecting...the major thrust of
his service to the School...."

(a procedure similar to that

subsequently developed by Hampshire College called a Faculty
Growth Contract) the Clark Report only mentioned preparation
of a contract proposal "...for the forthcoming academic year."
Another difference between the Clark Report and the Allen
Memo was in the emphasis on the individual or organizational
relationship.

The thrust of the language in the Allen memo

was toward individual determination of appropriate profession¬
al activity, e.g.,

"...Professors ought to be able to choose

a combination of their service and evaluation roles."
The Clark Report modified this "do your own thing" per¬
spective by stressing that both the individual and the various
review points should act "...with full cognizance of the needs
and obligations of the School and Faculty members'
Program."

Center or

The Center at this time was the basic academic sub-
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unit in the School:

A Program was a developing or emerging

Center).
Whether or not it was a change in the philosophical po¬
sition of the participants or a more realistic statement of
professional accountability in an environment that was show¬
ing signs of restricting resources, in regard to this latter
difference the position taken by the Clark Report approximat¬
ely two years after Allen’s initial statement became the cor¬
nerstone of all future "contract” attempts.

It is also this

confluence between individual and institutional needs that
is widely considered to be the essence of organizational re¬
newal .
Despite these differences, many of the underlying assump¬
tions regarding this faculty development strategy were artic¬
ulated and generally agreed upon at an early stage in the dis¬
cussion.

These included:

1.

Standard differentiation of

Faculty activity into pre-established proportions, e.g.
teaching,

40#

30# research and writing, 10# advising, 10# service,

and 10# administration, was not universally valid, especially
for professional schools.

2.

The Faculty’s contribution to

the School and professional growth could probably best be as¬
sured through more flexible professional activity differen¬
tiation; and 3.

A participative contract strategy was the

appropriate procedural mechanism to coordinate this kind of
program.
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Input

(Design) Stage

Strategies for meeting the needs developed in the Con¬
text stage and designs for implementing these strategies are
the areas of concern in the Input evaluation stage.

The method¬

ology used here was primarily three separate pilot studies
which led to the adoption of the I97V1975 IFS format.
The first attempt on the part of the administration to
implement the Negotiated Contract policy, as outlined by the
Clark Report, was outlined in a January 3 memo from Associate
Dean Earl Seidman.

In addition to setting forth some contex¬

tual information on the nature and importance of the Contract
concept,

the major purpose of the memo was to generate infor¬

mation that could be used in developing a specific Individual¬
ized Negotiated Contract proposal and course equivalencies.
The directions were to "use any form and any set of course
credit equivalencies that you feel appropriately reflect your
total contribution to the School of Education and the Univer¬
sity community."

Faculty were also asked to indicate in their

contract those aspects of their projected contribution that
they would wish to be evaluated on in terms of merit, reappoint¬
ment,

and—where appropriate—promotion.
This material was to have been returned by January 21st,

at which time it would be used to help form the basis for the
Contract process and faculty load policy for the 1972-73 aca¬
demic year.

The total process was to have been developed.
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reviewed, and approved at the School level and then adminis¬
tered in the Spring semester, 1972, for the coming academic
year.
As a brief aside, it should be noted that it was with
this memo that the term

"Individualized" was added to the

initial term of negotiated contract.

Subsequent changes of

the term would attempt to add more descriptiveness to it as
the functions of the "contract" became more defined.
The experience from this initial effort was both disap¬
pointing and yet informative.
imal, eventually

Faculty response was very min¬

(by March) amounting to less than 15% of

the faculty population of the School.

In retrospect, there

appear to be several primary reasons for this low level of
response.
as follows:

Not necessarily in order of priority, these are
1.

The timing of the memo was unfortunate.

The Fall semester was just coming to a close and with the
Spring semester less than a month away, energy and interest
levels of faculty were undoubtedly low.

2.

The lack of

even minimum guidelines for course equivalencies or for ev¬
aluation criteria made the task of developing a Contract out
of "whole cloth" a substantial task and probably also served
to limit faculty participation.

3.

The request for this as¬

sistance was directed at the individual faculty rather than
routed through the various Centers and Programs.

A more co¬

ordinated Center and Program effort might have resulted in
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more faculty participation and more subsequent support for
the Contract procedure.

4.

In the main, the faculty respon¬

ses that were the most help were generated after personal
contact and discussion.

5.

During the 1972 Spring Semester

a significant confrontation in the School on the issue of the
School's commitment to the elimination of institutional racism
resulted in the occupation of the School and a shut down of
its operations for several days.

Little of the School commun¬

ity's energy or interest was devoted to anything else during
this period.
Due at least in large part to these considerations, a
Contract proposal for the 1972/73 academic year was not pre¬
sented to the faculty before the end of the Spring semester.
Out of the material that had been collected, however, which
included a range of rather specific course equivalency sugges¬
tions from Dean Allen and Associate Dean Seidman, a proposal
was developed for an "Individualized Faculty Contract" (IFS) pro¬
cedure.

As a way of getting some preliminary feedback from

the faculty on the suggested IFC procedure, and also as a way
of making up for some of the lost time during the previous
Spring semester, the IFC procedure was forwarded to the School's
faculty during the Summer of 1972.

(Attachment C)

The term

Individualized Faculty Contract and Individualized Faculty
Statement were used almost interchangeably in the July 7 cover
memo.

This, in fact, was not intended but did reflect the grow-

ing concern and confusion about the contractual nature of the
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procedure.

The noun "Contract" was subsequently dropped in

favor of the less value-laden noun "Statement".
The proposal had four significant features to it:
Specific goals were established for the procedure.

2.

1.
Quan¬

titative guidelines for course equivalencies were suggested
for a broad range of professional activities.

3.

The role

of the IFC in the personnel evaluation process was continued.
4.

Specific administrative procedures and forms were devel¬

oped.

The most significant aspects of these features are in¬

dicated below although the reader is referred to the attach¬
ment for additional information.
Among the goals indicated, most of which had already been
stated in one way or another in the evolution of the Contract
concept,

the role of the Contract process in short and long-

range planning was explicitly stated for the first time.

The

rationale underlying the quantitative measures was the assump¬
tion that all

(or most) professional activity could be broken

down into course equivalencies and contact hours.
The section on evaluation carried on the earlier direc¬
tion of evaluation efforts by encouraging faculty to suggest
additional criteria upon which they would want to be evaluated.
Specific criteria were not suggested, however.

The proposal

retained the administrative procedure suggested in the Clark
Report of review at the three levels of Center Director, Per¬
sonnel Committee and Deans.

The IFS form, which was the first

developed, was basically open-ended, with the faculty members
asked to indicate their expected involvement in the various
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professional activity areas along with a reasonable course
equivalency.
The feedback obtained from the Summer 1972 IFC proposal
was very minimal,

(less than 10$) but generally favorable ex¬

cept for several faculty who were opposed to the principle
of the concept.

This information was then passed on to the

faculty in the form of a status report at an Education Faculty
meeting held on September 27, 1972.

After some discussion of

the Summer 1972 IFC proposal and the previously obtained re¬
actions,

it was moved and passed (voice vote) - "That the

School's faculty and administration participate in an actual
implementation of the Individualized Faculty Contract System
(IFS) under the direction of Associate Dean Seidman during the
Spring,

1973 semester; that these Individual Faculty contracts

will not be used for personnel decisions; and that a revised
Individualized Faculty Contract System be submitted to the
faculty for vote in April,

1973 to determine whether an IFCS

is implemented for the 1973-7^ Academic year."
The key directives that were obtained from this motion
were that the Contract should not be used for personnel ev¬
aluations and that the administration of the School was also
expected to engage in some kind of similar contract process.
The position on the personnel evaluation minimized much of
the potential impact that the IFC might have had in the school,
but in retrospect it was a reasonable move given the minimal
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work that had been previously accomplished in establishing
acceptable evaluation criteria.

The discussion of the fac¬

ulty at that meeting clearly indicated that the question of
evaluation would be resubmitted to the Personnel Policy Com¬
mittee for further clarification.
The 1972 Pall Semester was marked by another confronta¬
tion at the School, similar to that of the 1972 Spring Sem¬
ester.

At issue this time was the graduate admission of a

minority candidate.

This incident, including the events which

preceded and followed it were to have a major impact on the
School.

After the specific admission question had been re¬

solved,

the School, in response to a combination of internal

and external considerations initiated action to reorganize
its academic structure and governance procedures.

For a per¬

iod covering much of the 1972 Fall Semester and all of the
1973 Spring Semester, the School community's energy and inter¬
est was again devoted to little else.

In this climate, im¬

plementation of the Individualized Faculty Contract System
(IFCS) for the 1973 Spring semester was considered inapprop¬
riate .
The timing for an IFCS proposal for the 1973-74 academic
year to be considered by the School's faculty was also jeopar¬
dized by these events.

However,

late in the 1973 Spring Sem¬

ester, Dean Seidman, with the approval and cooperation of the
School Cabinet,* submitted to the Faculty a pilot Individual#The School Cabinet was at this time the School's primary rep¬
resentative governance body.

ized Faculty Statement

(IFS) procedure.

(Attachment D)

Al¬

though this IFS propolal was submitted late in the semester
and then only in pilot form, it was hoped that the IFS proced¬
ure would be a positive step in assisting individual faculty,
clusters

(the new reorganized title for Centers) and the gov¬

ernance/administration bodies of the School to better plan
for strengthening the development of the Clusters in the com¬
ing academic year while at the same time testing the IFS con¬
cept .
The changes on the 1973-74 IFS procedure from the 1972
Summer procedure were somewhat minor given that the anticipa¬
ted 1973 Spring IFS never took place.

However, there was

significantly less emphasis on the quantitative equivalency
guidelines in the 1973-74 procedure.

This was primarily be¬

cause of the growing awareness that consensus on any signifi¬
cant degree of specificity for course equivalency factors

(e.g.

what is the course equivalency for writing a book) had not
and probably could not be attained in the near future.
The implementation instructions for the 1973-74 IFS pro¬
cedure included the following:

All faculty in the School were

asked to complete the Individualized Faculty Statement and
submit them to their respective Cluster Chariperson by the
end of May.

The Cluster Chairpersons were to review and mod-

fiy the statement in conjunction with the faculty member and
submit a completed faculty package to the Dean by August.

A

preliminary assessment of the results of the procedure was to

1H 2
be made with the Cluster Chairpersons prior to the beginning
of the Fall semester.
An evaluation of the initial segment of the 1973—724 ifs
procedure was made during the 1973 Fall semester.

The method¬

ology included content analysis of the completed IFS forms
%

and directed interviews with Cluster Chairpersons, selected
faculty members. Deans and members of the School's Planning
Personnel Committee.

Below are conclusions of this evalu¬

ation as they were ’reported to the School Cabinet and faculty
early in the 197^ Spring semester.

Evaluation of the 1973-7^ Individualized Faculty Statement

General Conclusion
While there were several substantive administrative chang¬
es indicated in the evaluation, the concept of the IFS was gen¬
erally supported and continuation of modified process recommen¬
ded by most respondents.

Specific Conclusion
1)

The timing of the pilot

(late Spring and Summer) and the

newness of the Cluster organization seriously limited the ef¬
fectiveness of the Individualized Faculty Statement.

There

existed little time and limited basis for interaction among
many of the faculty and newly appointed Cluster Chairpersons.
2)

The precise review and negotiation procedures were un-

clear to many faculty and Cluster Chairpersons.

A corollary

to this outcome was the confusion on the part of some faculty
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and Cluster Chairpersons as to how the IFS would be used spe¬
cifically for decision-making and evaluation.
3)

The understanding of the Cluster and School priorities

and needs was distributed unevenly among the School’s faculty.
This lack of understanding on the part of some faculty appar¬
ently acted as a significant constraint on the ability and/or
wiHinSness of the faculty member to complete the process.
4)

Closely associated with this problem is a similar con¬

straint in the understanding of evaluation criteria that
would be subsequently used by the evaluation processes in the
School.

Although some faculty indicated that they felt com¬

fortable in terms of suggesting evaluation criteria that they
felt reasonable, other faculty indicated that the perceived
lack of School-wide evaluation criteria acted to limit their
individual responses in this area.
5)

The use of quantitative equivalencies for estimating

faculty load strongly suggested a different emphasis if not
a different approach from that which was intended.

While

the quantitative equivalencies appeared to overstress the
numerical outcomes, many faculty who completed the IFS appear¬
ed to overstress the numerical outcomes.

There are also sev¬

eral activity areas where equivalency standards will have to
await refinement or definition—e.g.
6)

advising and research.

The individualized statements themselves tended to be

written in very concise language with little substantive de¬
tail.

This condition seriously limited the extent to which

11*4
the statements could be used for planning on the Cluster or
School level besides limiting additional and potential uses
to which the information could be used.
last point,

In regard to this

there does appear to be substantial potential for

Cluster and School-wide use of the variety of information con¬
tained in documents such as these.
From these conclusions and after subsequent discussions
and multiple draft proposals, a final proposal for the 1974-75
academic year IFS process was submitted to the faculty on March
7,

1974.

By written ballot, the faculty approved the proposal

on March 20.

(Attachment E)

Subsequently, an IFS implementa¬

tion package containing instructions,
load guidelines,

(Attachment F)

(Attachment G) and forms

developed and sent to the faculty.

faculty

(Attachment H) were

The primary features of

the IFS proposal and the implementation package that can be
generally defined as inputs to the IFS process are indicated
below.
1)

A new timeline for the initiation and completion of the

IFS process was established that provided more development
time in the Spring Semester.
2)

Specific quantitative course equivalencies were replaced

with more general School-wide normative guidelines.
3)

The open-ended IFS form was replaced with a form which

consisted

of

specific

questions covering the whole range

of projected professional activity.
4)

Goals and needs for Cluster, School and University were
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to be identified and communicated to School community before
initiation of the IFS process.
As a final comment on the development of the 197^-75
IFS process, efforts were made prior to the release of the
implementation package in two critical areas:

1.

To get

faculty approval on a set of Education Personnel Policy guide¬
lines addressed specifically to Planning, Reporting and Eval¬
uation functions related to the IFS process.

2.

To get Deans

approval on a general goals and perspectives statement for
1974-75.

Both efforts were unsuccessful and implementation

of the 1974-75 IFS process was started in late April without
this information.
The last two stages of Stufflebeam*s CIPP model include
the Process Stage and the Product Stage.

The Process Stage is

concerned with the ongoing experience of the actual implemen¬
tation of the program under study, in this case the 1974-75
IFS process.

The Product Stage is concerned with end products

or outcomes which often accumulated during the process as well
as at the end of the process.

Because previous faculty action

had made it necessary for another IFS proposal to be approved
for the 1975-76 academic year, and because the 1974-75 IFS
process had been the first real attempt at implementation,
it was decided to evaluate in a systemic way the IFS process
during the 1974 Fall Semester.

The following material then

includes a presentation of the general evaluation methodology
used, and separate sections for the Process and Product stages

each of which contains:

1.

Description of the stage

port of the information collected; and 3.
mation collected.

2.

Re¬

Analysis of infor¬

A summary of the findings, a proposal for

future IFS processes and a conclusion complete the Chapter.

Evaluation Methodology for the Process and Product Stages

As an antecedent condition to considering an appropriate
evaluation methodology for the Process and Product stages,
there were a number of questions that had to be answered or
at least identified.

The basic outline of the following ques¬

tions was primarily extracted from Worthern and Sanders'

Sug-

o

gested Format for Evaluation Proposals.

Additional method¬

ology considerations including definitions and information
collection strategies are indicated at the beginning of this
chapter.
Why was the evaluation being done?

The "contract" con¬

cept had been in existence in the School since 1969 and had
undergone several pilot efforts without a rigorous evaluation.
After the 1974-75 IFS process had been initiated, it was de¬
cided that a "real time" evaluation could be done with minimal
disruption to the ongoing processes and that the results would
probably serve to inform future development of the process as
well as current usage.

It is at least an expressed intention

in the School that innovations implemented within the School
(such as pass/fail grading and flexible curriculum systems)
be periodically evaluated so that the practices could be mod-
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ified or deleted where appropriate, and successful practices
would have a better chance of being transferred to other
locations.
What were the objectives of the evaluation?
objectives were identified:

1.

Three basic

Provide feedback to Cluster

Chairpersons and Deans about how well the IFS process had oper¬
ated up to that point in the 197^ Fall semester and make sug¬
gestions for improvements;

2.

Provide preliminary information

on outcome measures that could be used in the future on a com¬
parative

or final report basis;

3.

Provide preliminary infor¬

mation for an IFS proposal for the 1975—76 academic year;
Increase knowledge of the IFS process among School faculty and
administrators, and University administrators.
What audiences were to be served by the Evaluation?

Pri¬

mary audiences included School of Education faculty and admin¬
istrators

(Cluster Chairpersons and Deans.)

Secondary audiences

included Central University and Amherst Campus administrators,
interested individuals in other post-secondary education in¬
stitutions .
Were there any significant limiting factors in the com¬
pletion of the evaluation?

Of the four limiting factors dis¬

cussed in the introductory Chapter (including organizational
position of evaluator, climactic state of the School, generalizability of IFS model and timing of the evaluation) the cli¬
matic state of the School during the period of evaluation is
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considered the most serious limiting factor.

The impact of

the financial and academic issues, tied to the substantial
change in the School's leadership, not only resulted in the
termination of the evaluation before it had been completed,
but also raised questions as to the reliability of the in¬
formation that had been collected up to that time.

Despite

these conditions and their considerable impact on the evalu¬
ation and the IFS process, a presentation of the process and
product stages is assumed to be instructive.
this include:
2.

1.

Reasons for

Further definition of the IFS is provided;

A significant system of the evaluation material was col¬

lected and an analysis of it could prove to have substantial
comparative value for future efforts;

3.

The evaluation

methodology at least planned for this present study was based
on assumptions relating to the distinct nature of open or¬
ganization systems as opposed to closed organization systems,
and with additional refinement and adaptation could be devel¬
oped into a general strategy of open systems evaluation;

4.

Unlike the conditions present under most controlled, scienti¬
fic experimentation, the realities of human organizational
life often mitigate against the completion of a text-book type
evaluation.

Such was the case in the School of Education even

a year after the initial events transpired.

But this is not

a rationalization for diminished evaluation efforts in complex,
open systems like post-secondary education.

Questions such as

relative value, effectiveness and accountability appear to be
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on their way to becoming standard expectations of legis¬
latures, public bodies and students alike.

To the extent that

evaluation can help supply some of the answers to the questions
or at least improve perspectives on the problems, the role of
evaluation can be expected to increase in the foreseeable fu¬
ture.

Every effort should be made to increase the congruency

and understanding between evaluation expectations and human
organization realities.
The evaluation strategy called for differentiating be¬
tween the primary audience,

faculty and administrators of the

School which constituted the internal dimension of the eval¬
uation, and the secondary audience, faculty and administrators
in the University but outside the School of Education, and sel¬
ected individuals outside of the University of Massachusetts
system who appeared interested or involved in similar organ¬
izational questions.

This latter group represented at least

in part the external or environmental dimension of the evalu¬
ation.

The focus of this particular evaluation effort, how¬

ever, was to be on the internal dimension.

A general descrip¬

tion of the evolution methodology used for both the Process
and Product stages follows.

Additional detail relating to

the uniqueness of these two stages is provided in the subse¬
quent sections of this chapter.
The internal dimensions of the evaluation methodology
was primarily based on structured interviews and questionnaires
(Attachment I) directed toward three populations in the School;
Cluster Chairperson (population—5)> faculty

(sample of 5 from
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each of 5 Clusters whose average population was 20), Deans
(population

5)*

This writer conducted the interviews and

served as the primary evaluator.

Additionally

an

abbreviated

questionnaire was to be administered to all additional faculty
not included in the primary sample (approximately sixty).

This

questionnaire was to be administered by a "neutral" evaluator
and the results used to help indicate the degree of reliability
of primary instrument and as a check for primary evaluator bias.
The responses from the faculty were to be in turn cross categorzied by rank and tenure status.
All questions were intitally developed on a preliminary
interview guide and subsequently tested for completeness by
trial administration.

This process was intended to provide

information in the following areas:
process,

(2) the extent to which stated objectives of the IFS

are being met,
IFS,

(1) knowledge of the IFS

(3) the unintended (unplanned) outcomes of the

(4) knowledge of Cluster and School,

perceptions about the IFS process,

(5) interpersonal

(6) IFS process information,

(7) suggestions for improvement, and (8) indication of support
for the IFS process.

An additional question concerning the

respondents understanding of School and Cluster goals was in¬
cluded in the final interview guide but not in the questionnaire.
The external dimension of the evaluation methodology con¬
sisted primarily of unstructured interviews and correspondence
from a variety of sources.

These sources included principal
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administrators from other academic and administrative units
on the UMass. Amherst campus, from the UMass.

President's

Office and from other colleges and universities employing
similar strategies.

In each case the respondent had previous¬

ly been supplied with a range of explanatory materials concern¬
ing the 197^-75 IPS process.
The structural questionnaires/interviews for the internal
evaluation were basically conducted after the Deans and Cluster
Chairpersons had reviewed and agreed upon a summary of cluster
activity

(a Cluster profile) and has successfully negotiated

any individual faculty member's IPS that may have been in ques¬
tion.

The questionnaires were initially sent out in late Nov¬

ember 1974 and the interviews

(two randomly selected from each

Cluster) conducted in early to mid-December.

Because of the

conditions that had developed in the School, as previously ex¬
plained, no interviews were conducted or questionnaires re¬
ceived after January 1,

1975.

As of that time, the internal

interview questionnaire methodology had resulted in the follow¬
ing response:

sixteen out of twenty-five had responded includ¬

ing eight interviews; three out of five Cluster Chairpersons
had been interviewed; none of the five Deans had been formally
interviewed.

The abbreviated questionnaire for the remainder

of the School's faculty population was never administered.

For

the external methodology, seven out of the ten targeted individ¬
uals had been contacted and had responded.
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With this general overview, attention is now turned to
a more specific discussion of, respectively, the Process and
Product stages of the evaluation.

Each section contains a

detailed description of the primary characteristics of that
stage.

A single analysis of both the evaluation process and

the material collected is presented at the end of the Product
stage section.

Recommendations for further development of

the IFS concept and an epilogue conclude the chapter.
Process (Implementation) Stage
Once a particular program strategy has been decided upon and
initiated)the ongoing experience with this program becomes
the focus of the process or implementation evaluation stage.
The Process stage for the 197^-75 Individualized Faculty State¬
ment process is a single form which combines the following:
1.

"statement" or professional activity which the faculty

member is proposing to do for the following academic year (referred to as Statement) and 2.

"report of professional activ-

ity" which the faculty member, in fact, accomplished during that
year (Referred to as a Report or Annual Faculty Report and Eval¬
uation, AFR).

(Attachment H)

The areas of professional activ-

ity covered in both areas of this form include Teaching, Advising and Counseling, Research and Publication, Service and Admin¬
istration.

Additionally, the Statement part includes an initial

overview of projected professional activities.

A section on
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evaluation criteria suggested by the faculty members as a sup¬
plement to conventional personnel review processes was also
included in both parts of the form.

Despite the linking of

the Statement to the Annual Faculty Report, the latter of
which is used as an important part of the personnel evaluation
process, the Statement was in no way contractual and had no
formal part in the personnel evaluation process.

This distinc¬

tion is emphasized because this was not the original intent,
and there was some strong difference of opinion among the fac¬
ulty as to the efficacy of the contract aspect of the IFS pro¬
cess .
The initial step of the process was to be the establish¬
ment of some general goals or targets for the school during
the coming academic year.

This process was to be initiated

and basically completed in late winter with the Deans and the
School Cabinet (the representative School governing body) as¬
suming the primary responsibility for this activity.

The gen¬

eral goals would act as a baseline for subsequent Cluster and
individual faculty level development or more specific opera¬
tional objectives.
The actual completion process for the Statement to be
used at the Cluster level was purposely left somewhat open
in the hopes that each Cluster would evolve the procedure most
appropriate to its particular needs.
given were as follows:

The directions that were

Each faculty member was to begin the

Statement around April 15, 1974.

The faculty member was to
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review the Statement with the Cluster Chairperson, keeping
in perspective the goals and needs of the individual faculty
member. Cluster, School and University; when the faculty mem¬
ber and Cluster Chairperson agreed on a mutually acceptable
Statement, the Cluster Chairperson signed the statement sig¬
nifying approval.

If agreement could not be reached at this

level, the profile was to be reviewed and negotiated where
possible at the Dean’s level.

This development and review

process was to have been completed before the end of the
Spring 1974 semester.
After the statements had been completed at the Cluster
level and fprwarded to the Deans Office, the next major step
in the IFS process was a review at the Dean's level, in con¬
junction with the appropriate Cluster Chariperson.

This re¬

view was to focus on both the faculty and programmatic pro¬
files of the Cluster which are discussed in the Product Stage
section.
The primary material for the Cluster faculty profile was
contained in the Statements, although for ease of an over-all
perspective, the material was summarized.

The Cluster Faculty

Summary, usually developed by the Dean’s Office, reflected
key points in the faculty member's response to each area of
professional activity and was presented in matrix form.
tachment J)

(At¬

Thus reading across the horizontal axis allowed

an overview of each faculty member in the Cluster.

The orig-
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Inal Statements were available for further clarification.
Reading down the vertical axis allowed an overview of what
the Cluster was doing in any one of the areas of profession¬
al activity.
The programmatic profiles of the Cluster, developed at
the Cluster level were left to the interpretation of the in¬
dividual Clusters but typically contained a variety of infor¬
mation ranging from objective statements, to program/cur¬
riculum descriptions, faculty/student populations and future
projections.

As but one example, the Profile of the Designs

for Effective Learning Cluster is included in the appendix.
(Attachment K)
The Dean’s review was to have been completed before the
end of the 197^ Summer.

The review session model consisted

of a pre-session for Deans only where the Cluster and the
Faculty Summary were discussed.

This meeting lasted for ap¬

proximately an hour and was intended to act as an "executive
session" where information was exchanged and questions devel¬
oped in preparation for the Cluster review meeting.

The Clus¬

ter review meeting, with the Deans and the Cluster Chairper¬
sons, was usually held right after the Dean’s meeting and av¬
eraged about two hours.

Initially, the format for this meet¬

ing was purposely left open so as to encourage a range of dis¬
cussion.

It soon became apparent that it would be more bene¬

ficial if there were at least some initial structure to the
meeting.

The format was then modified to include an initial
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15-30 minute presentation by the Cluster Chairperson of the
profile of the Cluster.

This was followed by a period of

questions asked by or directed to each of the appropriate
Deans.

The remainder of the time was open to the discretion

of the group.

A third feature of this part of the review

process was a follow-up meeting between the Dean and the
Cluster Chairperson to discuss any specific personnel or
programmatic issues that remained.

The Cluster Chairperson

was also encouraged to have separate meetings with the other
Deans as appropriate.

Feedback was to have been another crit¬

ical feature of the IFS process.

Once the Statements receiv¬

ed basic approval, changes were to be made in the Statement
throughout the succeeding academic year by renegotiating the
desired areas of change with the Cluster Chairperson and where
appropriate, the Dean.

This openess to change was emphasized

to reinforce the non-contract and feedback nature of the State¬
ment and to encourage faculty members to keep their Cluster
Chairperson reasonably informed about any changes in their
professional activity which might have an effect on the oper¬
ation of the Cluster or the plans of another faculty member.
The final structural component of the Process stage was
the Annual Faculty Report.

I

Failure to agree on the personnel

evaluation role that the "Statement" should play meant that
the Annual Faculty Report continued to be the main personnel
evaluation document.

In fact, a late decision by the Provost s

Office prohibited the use of the "Report" section in the IFS
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form,

further weakening the impact that the IFS process might

have had on the personnel evaluation process.

The Annual Fac¬

ulty Report process as originally developed is recounted here
in order to provide a complete description of the intended
model.
The Annual Faculty Report and Evaluation portion of the
IFS was to be completed in the early part of the 1975 Fall
semester, after the 197^-75 academic year covered by the or¬
iginal

Statement" of the IFS/AFR form.

Developed again by

the individual faculty member with whatever assistance the
Cluster may have deemed appropriate, the Report was to be pro¬
cessed through the Cluster in a fashion similar to that of
the Statement.

One major difference to be kept in mind is

that the Report is based on accomplishments whereas the State¬
ment is based on expectations suggesting that there may be
less negotiating with the Report than the Statement.

However,

it must also be remembered that it is the Report and not the
Statement that was to serve as formal input into the personnel
evaluation process, making what is included on the Report of
much more immediate interest to the Faculty member.

After the

Report had been reviewed and appropriate comments made by the
Cluster Chairperson, the entire document. Statement and Report,
was to have been made available to the Personnel Committee and
Dean to assist their deliberations in determining any appro¬

priate personnel actions such as reappointment, promotion, merit,
and tenure decision.

In all cases, faculty members and Cluster
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Chairpersons were to have copies of the completed document.
Before proceeding with the description of Process stage
evaluation, it should be noted that none of the timelines pre¬
viously indicated for faculty completion of the Statement or
Dean’s review were met.

Few faculty finished the Statement

before the end of the Spring semester or even before the end
of the Summer.

The Deans and Cluster Chairperson review was

then necessarily delayed.

By the time the information on the

Statements was available in summary fashion and the Cluster
reviews had started, the Fall 197^ semester was well under way.
As previously indicated in this and the first Chapter, sub¬
sequent problems in the School during that semester seriously
affected the completion of the IFS review process and its ev¬
aluation.

The procedure and material collected, however, is

reported in the following section because, although somewhat
incomplete relative to what was originally intended, it is
thought to have at least some evaluative value.
The evaluation material collected for the Process stage
generally corresponds to the formative evaluation strategy
earlier defined as appropriate for a program still in process
where the information is fed back to the decision-maker for
possible improvement in the program.

Because of the timing of

the evaluation in the overall cycle of the IFS process

(occur¬

ring within the first semester of operation and a full year be
fore the full cycle would be completed) and the need for up-to
date information to include in a new IFS proposal for the fol-
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lowing year, the formative aspect of the IFS process was em¬
phasized.

Among the eight major categories of information

to be provided by the interview/questionnaire process, for
example,

five categories fell generally into the formative

evaluation area.
cess

2.

These included 1.

Knowledge of Cluster and School

perceptions about the IFS process
and 5»

Knowledge of the IFS pro¬

4.

Suggestions for improvement.

3*

Inter-personal

IFS process information,
The next section restates

the question that falls into the general formative category and
then summarizes the faculty response.

Cluster chairperson

response is also indicated where it is at variance with the
general faculty response.

The number by the question corres¬

ponds to the order in which it was answered on the original
questionnaire.

Summary Responses to IFS Interviews/Questionnaires

1.

(Process Stage)

Describe the Individualized Faculty Statement process

as you understand it.

On a low/high scale of 1 through

rate

how well you think you understand the IFS process?
Response:

Although faculty generally thought that they

understood the IFS concept, objectives and basic procedures,
many faculty

(37%) did not understand what happened to the pro¬

cess after the Cluster review.

There also existed some lack

of confidence concerning the eventual use of the material col¬
lected from the IFS process.
was 4.1.

The mean of the sampled faculty
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2.

What benefits, if any, do you see for you in partici¬

pating in the IPS process?
Response:

Eleven out of sixteen respondents indicated

personal planning.
3.

What disadvantages, if any, do you see for you in

participating in the IPS process?
Response:

Disadvantages most often mentioned included

amount of time required (5), insufficient understanding of
how used (5), process too rigid/limiting (3) questions of
trust as to how used (2).
6.

How do you think the Cluster Faculty view the use¬

fulness/effectiveness of the IFS process?

Please comment.

On a low/high scale of 1 through 5, how would you currently
rate this view?
Response:

Most faculty (pine out of sixteen) simply did

not know how other faculty perceived the process.

Out of the

30+# of the faculty responding to the question, the perception
of the usefulness/effectiveness of the IFS process was low,
with the most common reason given that faculty did not know
how the information generated by the IFS process was going to
be used.

The mean of the sampled faculty answering this ques¬

tion was 2.1 while the mean for responding Cluster Chairpersons
was 2.
7.

How do you think the Cluster Chairperson views the

usefulness/effectiveness of the Cluster’s experience with the
IFS process?

Please comment.

On a low/high scale 1 through

5, how would you currently rate this view?

161
Response:

Faculty tended to rate perception of Cluster

Chairperson's view of the IPS process higher than for Cluster
Faculty

(3*3).

Again, however, several faculty

(4 out of 16)

did not know how Cluster Chairpersons felt about the process.
There was a substantial range of quantitative answers among
Cluster (2.5 to 4.5) with the HAPPS Cluster having a consis¬
tently high rating of 4's and 5's.

8.

How do you think the Deans view the usefulness/effec¬

tiveness of the IFS process?

Please comment.

On a low/high

scale of 1 through 5 how would currently rate this view?
Response:

While the change in the Dean structure that

occurred during this evaluation probably minimized the useful¬
ness of this information,

it is probably instructive to review

the response of the faculty at that time.

Nine out of the 16

responding faculty were not sure how the Deans felt about the
IFS process.

Of the respondents, the remaining faculty re¬

sponded in a generally positive manner with a common comment
being that if they are using it they must think well of it.
Several faculty also raised the point about differentiating
between the potential and actual effectiveness of the IFS
process.

9.

Describe your knowledge of your Cluster's programs

and personnel?

Describing on a low/high scale of 1 through

5, how would you currently rate this knowledge? (List separ¬
ately )

Response:

Knowledge of both Cluster programs and per-
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sonnel

was estimated as relatively high (mean was 3.8 for

program and 4.1 for personnel) and varied little among Clus¬
ters .
10.

Describe your knowledge of the School's programs

and personnel?

(List separately) on a low/high scale of 1

through 5a how would you currently rate this knowledge?
Response:

Knowledge of School's programs and personnel

was estimated less than that for the Clusters

(2.6).

(mean

was 2.6 for programs and 2.3 for personnel).

Ratings for

personnel were similar within Clusters but scores varied
widely among Clusters, ranging from mean of 3*8 to 1.3 for
knowledge of programs and 3*0 to 1.3 for personnel.
11.

What procedures did you use to complete your in¬

dividualized faculty statement form?
at one time,

(Examples:

Completed

completed over a period of time, by yourself,

in a group.)
Response:

The predominant mode for faculty completion

of the IFS was on an individual basis with only occasional
group information sessions and limited personal interaction
with the Cluster Chairperson.

Significant exceptions to

this pattern occurred in two instances:

the Designs for Ef¬

fective Learning Cluster where there was both Center Director
and Cluster Chairperson interaction with individual faculty,
and the Cluster for Humanistic Application for Social and Be¬
havioral Science where a faculty guidance committee process
was used.

The faculty guidance committee concept is expanded
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briefly because of its uniqueness and potential application
to other Clusters and other areas of professional activity
in the School
Initially suggested by Professor Susan Campbell as a
way to deal with Cluster questions of governance and objec¬
tives, the Faculty Guidance Committee was subsequently adop¬
ted as a primary vehicle through which the Cluster would im¬
plement the Individualized Faculty Statement process.

Com¬

mittees typically consisting of two to three faculty members
and a graduate student were formed to assist faculty in dev¬
eloping their IFS which was subsequently submitted to the
Cluster Chairperson.

Two additional characteristics of these

committees were their ongoing operation even once the semes¬
ter had begun and their existence outside of the formal per¬
sonnel evaluation processes that the Cluster has established.
12.

Approximately how much time did you take to com¬

plete the initial statement?
Response:

The range for completing the IFS form went

from 1 1/2 to 12 hours, with the average
4 hours.

(mean) time being

The modal time was 3 hours, indicated by 6 out

of the 15 respondents.

It was suggested that faculty needed

at least a full week (weekend included) to develop and write
the IFS form.
13.

What kind of ongoing review process do you antici-

pate using in order to keep your Individualized Faculty State
ment up-to-date and your Cluster Chairperson informed as to
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your professional activities?
Response:

In all but the HAPPS Cluster there was not

indicated any systematic review process for the changes that
might be reflected in the IFS.

In the HAPPS Cluster, some

individual faculty discussed changes with Faculty Guidance
Committees but there was no uniformity among committees or
established relationships with the Cluster Chairperson.
14.

To what extent do you anticipate that your initial

statement will correspond to your actual activity?
comment.

Please

On a low/high scale of 1 through 5» indicate the

degree of correspondence.
The faculty generally indicated that the correspondence
between their initial Statement and actual activity was high
(3.5).
15.

To what extent does your current professional ac¬

tivity correspond with the professional activity that you
would like to engage in?

Please comment.

On a low/high

scale of 1 through 5j indicate the degree of correspondence.
The faculty generally indicated a better than average
correspondence between current and desired professional ac¬
tivity and slightly better (3-6) than correspondence between
initial statement on actual activity.
16.

Are there changes that you would suggest for the

IFS procedures?
Response:

Summary of suggested changes for IFS process

most commonly mentioned emphasized the following aspects:

1)
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Clarify procedures,

2) Improve the use of the material gen¬

erated,

3) Integrate with other planning/decision-making ex¬

ercises

(e.g.

long-range planning, faculty recruitment), 4)

Develop better definition of School objectives which would
include not only School-wide, but also Cluster and Adminis¬
tration objectives,

5)

Clarify Provost, School and Cluster

position on varying patterns of professional activity, both
for tenured and non-tenured faculty, and 6)

Strengthen role

of IFS in personnel evaluation process.
17•

Are there any changes that you would suggest for

the IFS form?
With few exceptions, the dual use form incorporating both
the IFS and AFR was acceptable, primarily because the format,
patterned after previous AFR’s was familiar.
changes that were suggested included:

1)

more opportunity for a free form response;

A summary of the

There should be
2)

The two aspects

of the IFS and AFR should be separated because it is confusing;
3)

Other non-traditional areas of information such as criteria

for satisfaction and areas where professional assistance would
be needed (e.g.

in grant proposal development, writing and

teaching);

A completed "model" form should accompany in¬

structions;

4)
5)

A complementary IFS form which emphasizes a

longer range perspective should be developed.

The format would

be basically free form (including all areas of professional ac¬
tivity, however) and would cover a particular personnel cycle
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e.g.

time until tenure or anticipated promotion date.

All

faculty would, however, be encouraged to complete some form
of longer range planning, especially as this serves to inform
the School and Cluster long range planning effort.
18.

What would be the earliest time in the academic year

that you would feel capable of developing an IFS for the fol¬
lowing academic year?
There was a wide range of times suggested, as early as
Oct./Nov.

of previous Fall semester until the August prior

to the target academic year.

The two most commonly mentioned

times were February/March and early April.

Common themes were

mentioned in many of the responses regardless of the suggested
time, however.

Namely these were that the IFS process should

be integrated with course submission for the Fall semester
and that there should be ample time for feedback to faculty.
19.

What suggestions would you make concerning strategies

for improving faculty members’

knowledge of the IFS process?

Most of the strategies suggested fell into two basic cate¬
gories:

1.

Increase the amount of information given to fac¬

ulty at the Cluster level through such efforts as faculty guid¬
ance committees, individual and group conferences/orientations.
2.

Increase use of information generated from IFS such as a

summary of evaluation criteria, summary of profiles and publication abstracts.
An additional question asked only of those individuals
interviewed concerned the respondent's understanding of the
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School’s and Cluster's goals.

There was no unanimity among

the respondents who felt they knew something of the School
goals and four out of the eight respondents were unable to
state any goals that the School clearly had at that time.
Perceptions of Cluster goals were also unclear although all
of the respondents felt knowledgeable about the direction,
if not goals, of their particular program (which are the sub¬
academic units within Clusters.)

Product

The Product

(Outcome) Stage

(outcome) evaluation was intended to measure

and interpret attainments not only at the end of the project
cycle, but as often as necessary during the project term.
While the timeline of the IFS process cycle did not allow for
the results of the "end product" in the current study, it was
intended that the material collected during this evaluation
would serve as, at least, a partial foundation for a possible
final product evaluation in the future.
The Product stage is considered analogous with the out¬
put concept in open systems theory.
services,

Outputs are those products,

information etc., that flow out of the system, across

the boundary lines into the environment, another system or an¬
other subsystem.

For example, within the IFS process there are

a variety of outputs which are considered key to the establish¬
ment and maintenance of an organizational renewal capability by
their contribution, improved information and communication.

A
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discussion of the more important of these outputs follows.

Be¬

cause of the incompleteness experienced in the Product stage
of the IFS during the Fall,

197^ semester, some of the discus¬

sion relates how the process could have worked rather than how
it, in fact, did work.
Once the review process for the Statement is finished,
the key organizational groups - faculty. Cluster Chairperson,
and Deans - have an extensive information base.

Faculty, for

instance, have a preliminary plan for the coming academic year,
along with at least some

feedback

of their projected activities.

as to the appropriateness

Cluster Chairpersons have in¬

formation on all faculty in the cluster as well as program
descriptions and expectations.

Deans have basic information

on the Clusters and specific information on programs within
Clusters.

All parties have access to statement information

reflecting the complementary side of the input initially dev¬
eloped, knowledge of individual and institutional expectations
for the coming year as it relates to the priorities and needs
of individuals and institutional elements.
How this information is used is also an important output
consideration.

Individual and program summaries can be dev-

eloped and distributed on an inter-Cluster basis.

The expan¬

ded information base created should contribute to an improved
institutional capacity for defining such areas as needs, prio,

rities and resources.

The availability of this information
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could also assist faculty and administrators to engage in ac¬
ademic program management and faculty development efforts.
Academic program management efforts could be assisted by the
availability of information that would provide prior feedback
to the academic programs before the beginning of the academic
year and ongoing feedback as the experience of the academic
program is viewed against initial expectations.

This infor¬

mation could be used as a foundation for extended academic
program planning such as currently required by the University’s
5-year personnel plans.

Faculty development, here defined

in the broader sense developed earlier, could be assisted
through the early identification of individual faculty needs
or areas of improvement.

If sufficient need developed in a

particular improvement area (such as grant development and
administration) a separate training program could be estab¬
lished.
The specificity of the IFS Product stage was, consciously
not well developed at this time.

The Individualized Faculty

Statement was proposed as a schematic process, a framework
primarily to assist the faculty and School achieve a condition
of continual self-renewal.

Many of the specific objectives

and outcomes beyond this general objective were to be left
to the faculty and administration of the School for subsequent
development so that their unique and changing needs could be
integrated into the IFS structure.
The evaluation material collected for the Product stage
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generally corresponds to the summative evaluation strategy.
Again, as expressed earlier, while the emphasis is typically
on the final products of a program, it is not only appropriate
but often advantageous to evaluate products during the program
term.

In this sense, summative evaluation serves a similar

function to formative evaluation by providing feedback about
an important dimension of the programs so that adjustments might
be made.

In this present study, this latter condition, in fact,

was significant because the full cycle of the IFS process was
not completed until substantially after the period of time
which this evaluation covered.
aluation was on the formative

While the emphasis of this ev¬
evaluation area, there were

three areas of summative evaluation considered, including:
The extent to which stated objections were being met
based information);
the IFS process

2.

1.

(goal

Unintended (unplanned) outcomes of

(goal-free information);

3*

and an indication

of general support for the IFS process.
The next section restates the question that falls into
the general summative category and then summarizes the faculty
response.

The number by the question corresponds to the order

in which it was answered on the original questionnaire.

Summary Response to IFS Interview/Questionnaire (Product Stage)

4.

Below are three objectives that were explicitly stated

during the development and approval of the IFS process.

While

additional objectives or outcomes will undoubtedly evolve dur-
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ing the IFS process,

I would like your estimate of how well

we have so far met these objectives.

Please comment in ad¬

dition to indicating general estimate on a low/high scale of
1 through 5.
a.

Provide a mechanism for legitimizing individualiz¬

ation of professional activity.
Response:

There were very few indications that "uneven"

profiles would be accepted at the point of evaluation in the
School.

Communications from Provost Office—written and oral—

indicated that especially at the nontenured level, the more
standard,

"even" profile was still the norm.

There existed at

the same time, however, what appeared to be a growing accep¬
tance of the concept of differentiated or uneven professional
activity at the tenured levels.

See following section on ex¬

ternal evaluation.
There was still high agreement among the faculty, how¬
ever, that the IFS provided the legitimizing mechanism at the
declaration point, or at least the potential was there.

In

point of fact, a review of the faculty Statements revealed
that very few profiles would be considered uneven although
many of the faculty indicated that they were submitting an
uneven profile.
b.

Provide faculty with more knowledge about the Cluster

and School programs and personnel.
Response:

While this objective was more fully achieved

at the Cluster level

(at least in some Clusters) than at the

172
School level, the degree of achievement In either case was
low.

Only two out of five Clusters developed summary mater¬

ial from the IPS material.

At the School level, summary ma¬

terial was provided to the Deans and Cluster Chairpersons but
it was not disseminated to the Community.
c.

Provide an ongoing mechanism for individual and pro¬

gram planning at the Cluster and School level.
Response:
this objective.

There were no formal attempts made to meet
Only one faculty member substantially mod¬

ified their "statement” through the suggested procedures.
The IFS procedure appeared to have had little impact on pro¬
gram planning, and did not reflect planning that had occurred
since the initial forms were completed.
5.

What additional outcomes have occurred or are occur¬

ring as a result of the IFS process that you feel are signif¬
icant?
Response:

While there was little similarity in the re¬

sponses about additional, unintended outcomes related to the
IFS process, the range of responses did indicate a general
relationship to many School functions.
ation,

for example,

1)

Personnel evalu¬

could be affected significantly by the

IFS process although the tie between the two has not as yet
been made explicit.

2)

Priorities of the Cluster and School,

which should serve as an important factor in developing and
evaluating the individual and collective statements are either
perceived to be non-existent or too ambiguous to have much of
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an impact on the IFS process.

On the other hand, the IFS

process appeared to be exerting some pressure from at least
the Clusters, to be more explicit about their priorities.
These conditions varied from Cluster to Cluster.

One related

and important outcome is the indication that the IFS process,
again in at least some Clusters, helped faculty and Cluster
Chairpersons to think on a more collective basis than on a
more traditional,

individual basis.

It was also reiterated

that a similar IFS process developed at the School adminis¬
tration level, developed in consultation with various elements
of the School and University community, would provide valuable
perspectives to individual faculty and Clusters.

3»

The IFS

process was implemented at a time when other planning activ¬
ities were developing such as the Five Year Personnel Plan
and the Affirmative Action Plan.

Every effort should be made

to have these activities complement one another, although in
doing so,

it will be difficult to attribute particular organ¬

izational changes to any one planning activity.
20.
cess?

How would you describe your support of the IFS pro¬

On a low/high scale of 1 through 5, please rate this

support.
Faculty support for the IFS process

(or perhaps more ac¬

curately the concept) was generally high, averaging approxim¬
ately 4 on the low/high scale of 1 to 5 for the respondents
answering this pratieular question (15).
ever

The response, how¬

was more often than not accompanied by the caveat that

174
improvement in the process was needed if the support was to
remain high.
The external evaluation results are included under the
Product evaluation stage although,
ers all four stages of Context,

in fact,

the material cov¬

Input, Process and Product.

The interview and correspondence that make up this part of
the evaluation were basically unstructured, but to some ex¬
tent were cumulative i.e. points made by one respondent act¬
ing as a take-off question for the next respondent.
ingly,

Accord¬

the presentation of this external evaluation material

is not individually identified but is developed as a general
critique of the IFS process including the perceptions of sig¬
nificant environmental respondents which could impact on fac¬
ulty development programs in general.
The comments directed at the condition of the post-sec¬
ondary education environment generally reflected the conclu¬
sions reached by this writer in reviewing faculty development
literature.

While there probably is some instrinsic logic to

the existence of faculty development programs, various environ¬
mental pressures such as decreased appropriations, declining
student clientele and a lack of faculty mobility have served
to quicken the movement of such efforts.

Most of the respon¬

dents linked faculty development efforts to various accounta¬
bility themes and the need for improved decision making at the
post-secondary education level.

These latter comments would

appear to lend credibility to those who voice concern over
the increased control that administrators will attempt to
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gain over faculty through the guise of a faculty development
program.

As a final note in this section, there was also vir¬

tual unanimity among several of the respondents concerning
the changing nature of faculty relations.

The model of fac¬

ulty members in a constant state of individual competition
is being challenged by a model which stresses more collabor¬
ative relationships.

While the logic of this shift is under¬

standable in the light of the new steady state conditions,
the future strength of such a collaborative ethic appears
as equally jeopardized by the paucity of institutional re¬
wards

(such as promotion and merit) and the increased com¬

petition that might be generated for what few rewards are avail¬
able.

The responses regarding the specific Individualized

Faculty Statement process, unlike the responses to the post¬
secondary education environment, reflected distinct differen¬
ces of opinion.

One respondent characterized the potential

of the IFS approach as an integration of long and short range
planning for both faculty members and the institution with
personnel evaluation and professional development.

Another

respondent expressed doubt as to whether or not all of these
objectives could be accomplished in one comprehensive process,
but did allow that all of these objectives would somehow have
to be met on an increasing basis.

For another respondent, the

potential for systematic personnel evaluation in the IFS pro¬
cess seemed anti-thetical to the normal peer review and eval¬
uation activities of faculties.
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Several of the respondents did caution against the dan¬
gers of the IFS process becoming too difficult to administer.
One suggestion in this regard was that the contractual nature
of the IFS process should be maintained in a somewhat flex¬
ible fashion.

There was also the suggestion that the yearly

emphasis of the IFS process could generate additional admin¬
istration pressure with questionable payoff.

Multi-year

projections, particularly within a specific time frame such
as the period up to tenure or promotion, were suggested as
being of possible substantial value to individual faculty
members.
A common point raised by University administrators was
that the IFS process was probably more appropriate for ten¬
ured faculty than for non-tenured faculty.

This was in

particular reference to the notion of the uneven profile
and highlights the changing complexion of post-secondary ed¬
ucation.

In previous years during the development of the

IFS process, untenured faculty were provided some latitude
in developing a professional profile that was uneven, mean¬
ing that a faculty member's professional

activty did not

have to reflect a predetermined mixture of teaching, research
and service.

With the arrival of the steady state in post¬

secondary education, however, this opportunity for profile
variability has been sharply curtailed according to these ad¬
ministrators questioned.
As a final point from the external evaluation, the po-
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sition of the IPS process on the University of Massachusetts,
Amherst campus is believed noteworthy.

Starting with the

Spring 1974 semester and continuing through the Fall 1974 sem¬
ester, the Individualized Faculty Statement process was for¬
mally presented to the Amherst campus on three different oc¬
casions by the then Vice Chancellor for Academic Affairs and
Provost, Robert L. Gluckstern.

After addressing the general

issue of "Teaching, Research, Service and the Lack of New Re¬
sources" in the Spring of 197**,

(Provost memo dated March 21,

197*0 Vice Chancellor Gluckstern included Individualized Fac¬
ulty Agreements as one of six 197*1-75 academic year expecta¬
tions for the 197*1-75 academic year.

(Provost memo

P75-F4).

This memo was subsequently followed by an outline of the po¬
tential benefits of the Individualized Faculty Statement pro¬
cess and a request that all departmental activities along
these lines be reported to the Provost by March 15, 1975.
(Provost memo

P75-DH18).

Outside of the School of Education

and one other academic unit, there were no formal responses
of this request.

There was no special attempt made to find

out the reasons for this lack of response, however, three
factors are suggested at least as partial explanation:
1.

The School of Education, which had been directly
tied to the Individualized Faculty Statement pro¬
cess, was in the midst of its financial and aca¬
demic challenge.

.

2

The Massachusetts Governor’s budget proposal, for
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fiscal year 1976,

had serious implications

for

the University of Massachusetts system and much
energy and thought was being devoted to questions
of more immediate concern than faculty development.
3*

Vice-Chancellor Gluckstern was being actively re¬
cruited for a position on another state campus,

a

position which he subsequently accepted in late
April,

1975.

The analysis presented here is combined from both the
Process

and Product stages of the evaluation.

vided into two sections,
cess

It is also di¬

one dealing with the evaluation pro¬

itself and the other dealing with an analysis of the IFS

process,

particularly as a strategy

for self-renewal.

In analyzing the evaluation of the Individualized Faculty
Statement process
tant.

there are several points that appear impor¬

First of all,

it is apparent that there were serious

problems of material collection due to the organizational prob¬
lems encountered by the School during the Fall 197^ semester.
This

early termination of the evaluation created a number of

problems.

Only

50% of the original sampled faculty responded

to the original questionnaire and the limited secondary ques¬
tionnaire was never administered to the remainder of the fac¬
ulty.

Three out of the five Cluster Chairpersons never for¬

mally responded.
Deans.

No formal responses were solicited from the

It should be noted,

to collect responses

however,

that previous attempts

from the faculty about the IFS process
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were not well received either.

To what extent a poor response

was a reflection of faculty apathy,

lack of support in the

IFS process or a result of problems the School was encounter¬
ing at that time is a point of conjecture.

In any event,

con¬

clusions had to be drawn from a very narrow portion of the po¬
tential respondent population with a key element of School ad¬
ministrators being virtually unaccounted for.

The evaluation

material collected was primarily based on process considera¬
tions.

Product material was not collected at the point of

initial evaluation nor was it collected later in the semester
due to the virtual collapse of the IFS process and the press
of other School business.
ing this

Although the circumstances affect¬

evaluation were institutionally unique,

their occur¬

rence underlines the limitations of non-scientific evaluation
where uncontrollable variables often affect the final results
of the evaluation.

The challenge here was to be able to de¬

viate from the original evaluation methodology and still end
up with an evaluation that achieves

usable results within

the practical constraints of the situation.

Because of the

severity of the practical constraints in this situation it
is an open question if the evaluation conducted here produced
results

that were adequately informative.

Outside of the organizational difficulties experienced
in the School,

there were some additional deficiencies in the

evaluation itself.

The questionnaire used did not focus ad¬

equately on the question of goals.

Even though some information
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on

perceptions of School goals was obtained through the inter¬

views, a systematic battery of questions concerning goals might
have provided information on the ability of an organization
like the School to develop and then follow through on the im¬
plementation of goals.

This ability is central to any renew¬

al strategy like the IFS process that uses the participative
organizational contract approach.
The last deficiency noted here is the organizational po¬
sition of the evaluator during the time of study.

As an in¬

ternal member of the School's administrative team, it is a
question as to the amount of objectivity that was present in
dealing with either the faculty (where they as candid as they
could have been) or the administration (were the toughest ques¬
tions asked).

While these are not easy questions to answer,

it is suggested that for any future attempts to implement such
a program as this, a combined faculty, administrator evalua¬
tion team would probably minimize any such possibility.
Because the evaluation of the IFS process was not able
to be completed, any substantial analysis of the evaluation
soon reflects a strong element of conjecture.

The following

analysis, however, even with its mixture of analysis and con¬
jecture, is presented with the hope that it will provide some
additional insight into the concept of organizational renewal
and how the IFS process at the School of Education conformed
or did not conform to this concept.
The intended process of the Individualized Faculty State-
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ment procedure compares favorably to the outline for partic¬
ipative organizational contracts developed in Chapter 2 and
faculty development developed in Chapter 3.

Objectives or

goals were to be initially developed by the Deans and the
School's primary governance body, then subsequently defined
by the Clusters and individual faculty members is a more op¬
erational manner.

The process would be participative, iter¬

ative and open-ended enough to allow for anticipated changes
in all professional activities that would take place during
the year as well as feedback that would indicate progress
toward accomplishment of goals.

The completed statement was

to become part of the personnel evaluation process so it would
be part of the reward structure of the organization.

And

finally, reflecting the uniqueness of a faculty member's role,
the strict contractual nature of the statement would be mod¬
ified so as to allow substantial freedom on the part of the
faculty member who wished to pursue activities that were not
included in the original goal guidelines.
The results of this activity would be to provide the
School with a somewhat systematic structure that would en¬
compass elements of faculty planning, development and eval¬
uation integrated with organizational planning, development
and evaluation.

Only the environmental or external relations

aspect of the definition of organizational renewal would not
be covered under this structure.

It was assumed though that
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this environmental aspect was part of the administration's
and faculty's normal responsibilities and would be automatic¬
ally reflected in the goals and activities that mutually developed.
The premature discontinuation of the evaluation and the
IPS process itself makes it difficult to determine the poten¬
tial efficacy of either the process or its underlying conceptual base of organizational renewal.
There existed throughout the entire period of IFS devel¬
opment,

for example, a question as to whether or not the quasi-

contractual nature of IFS was consistent with the professional
objectives of academia, which traditionally stressed individual¬
ized and basically unencumbered pursuit of professional activ¬
ities.

This conflict was not answered, nor was the obviously

related question of course equivalencies and contact hour suc¬
cessfully resolved.

However,

somewhat similar strategies to

the IFS appear to be at least in full operation in other set¬
tings as noted.

A review of the total experience of the IFS

process points to several areas that would appear central to
the success of any future attempts to mount the IFS process
or similar programs.

These are the areas where the IFS pro¬

cess proved to be particularly vulnerable, even with the un¬
steady state of the School that existed during this period.

1.

The operating guidelines of the organization, here refer¬

red to as goals or objectives, must be defineable both in gen-

183
eral terms and then subsequently in more operationally manage¬
able ways.

Whether this process is initiated at the top admin¬

istrative level, the faculty or some combination thereof, does
not appear to be so much the issue.

The main concern here is

that the goals are developed and generally agreed upon eventu¬
ally by most members of the community.

If this condition can¬

not be satisfied, then this particular strategy, based on par¬
ticipative organizational contracts, will not work.
2.

Administration support, both real and perceived, must be

apparent through its active involvement in the process.

Close¬

ly connected to this is that there must exist between the fac¬
ulty and administration a mutual feeling of trust and respect.
All of these elements must be present for the kind of cooper¬
ative, ongoing relationship that needs to be established.
While many organizational theorists and practitioners would
probably contend that this is generally valid for any organ¬
izational setting,

it would appear to be particularly true for

a strategy like the IFS which relies upon somewhat planned, con¬
tinuous and systematic interaction.
3.

The payoffs in the process must be consistent with the in¬

vestment.

Personal planning was considered the primary bene¬

fit of the 1974-75 IFS process.

This would have been adequate

had the expectations and time involved been somewhat less.

It

is also important that the effort involved in the process be
ultimately reflected in the reward structure of the organization.
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The School community's inability to resolve the questions of
the evaluation role of the Statement or course equivilencies
seriously constrained the inclusion of the IPS process into
the reward structure of the School.
4.

The IFS process is an ongoing, dynamic process which re¬

quires almost constant attention.

As but one example, at

least one mid-year review of a faculty member's statement
must be made in order to identify and/or coordinate any
changes that appear appropriate.

The investment of time to

maintain a process such as this should be made explicit at
the outset.
5.

Throughout the history of the IFS process in the School,

established timelines were seldom met, resulting in serious
delays and lost credibility.

The IFS process has a skeleton

of essential timelines that must be met if expectations of
the process are to have a chance of being met.

These es¬

sential time periods start in the late winter, early spring
with the establishment of organizational objectives and con¬
clude in late spring with a relatively complete planning strat¬
egy for the School,

its academic units and its individual fac¬

ulty for at least the coming academic year.

Future efforts

would have to stress the importance of these timelines, pro¬
vide adequate staffing and develop a more streamlined admin¬
istrative process.
6.

While the timelines are relatively tight, the basic pro¬

cedures of the IFS process must remain flexible enough to al-
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low for the expression of individual differences and emerg¬
ing organizational priorities.

A strict contractual strategy

is not recommended in an organization like the School of Ed¬
ucation.

What is recommended is a strategy that encourages

flexibility and responsiveness but within a framework that
provides the coordination of effort and organization-wide
accountability.

Recommendations

Out of this evaluation material and aided by a variety
of more unobtrusive measures such as observations and informal
discussions, a series of specific recommendations were devel¬
oped relative to a future IFS process.

These specific recom¬

mendations were as follows:
1.

Basic conceptual/procedural framework unchanged: The

major aspects of the Individualized Faculty Statement process
and concept used in 197^-75 should be continued, with some mod¬
ifications.

These modifications would deal primarily with the

process and product concerns rather than the basic conceptual
framework, which would continue to be the individualization
of professional activity and subsequent use of this informa¬
tion as a basis of Cluster and School planning and communication.
2.

Cluster involvement with IFS emphasized:

The primary

focus and use of the IFS should be at the Cluster level with
generally only summary review by the Deans.

Review at the

Cluster level should include both individual and programmatic
considerations while review at the Deans’

level should be bas-
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ically programmatic.

The appropriate level of involvement

for the School or Cluster personnel bodies will have to be
determined.
3*

—nnectl0n between Individualized Faculty Statement-.

and Annual Faculty Report contlm^-

The connection between

the Individualized Faculty Statement and Annual Faculty Report
should be continued, with University approval and until one
complete cycle has been completed using the current combined
IFS/A.F.R.

format.

This aspect should then be appraised and

recommendations made to the faculty for further action.
21 *

Modifications in the existing IFS/A.F.R.

existing IFS/A.F.R.

form:

The

form should remain basically the same ex¬

cept for the following suggested modifications:

a)

There

should be an open-ended option for anyone wishing to expand
or add to the material represented in the form,

b)

Instruc¬

tions should be improved by being made more explicit and by
examples being provided.
5•
IFS:

Improve process for communicating major changes on

The ability to make substantial changes in the Indiv¬

idualized Faculty Statement after negotiation with the Cluster
Chairperson was an important feature of the Individualized
Faculty Statement process as proposed for 197^-75 last year.
This feature was not fully developed and the following mod¬
ification is suggested,

a)

The faculty member and Cluster

Chairperson should have in their possession a copy of the fac¬
ulty member’s IFS.

Any changes which are viewed at this level

187
as substantial (such as shifts In teaching load, service ac¬
tivities, or publication schedules

) would be communicated

via a standard IPS change memo to the Cluster Chairperson and
the Dean's Office.
6‘

Interaction of the IFS process with other planning

activities more explicit:

The Individualized Faculty State¬

ment process should be coordinated with and inform other
planning and reporting activities in the School as much as
possible.

If the IFS process is initiated prior to the start

of the Spring semester (January) at least in terms of prelim¬
inary clarifying Cluster faculty objectives, it would have
a potential impact on planning activities such as the follow¬
ing:

faculty recruitment, graduate admissions, curriculum

development,
reports.

five year personnel plans, and affirmative action

The increasing number of outside requests for plan¬

ning information makes this kind of conscious coordination
necessary.
7•

Individualized long-range plan is added:

One of the

recommendations of the 197*1 Personnel Policy Committee was to
implement a faculty plan that went beyond the one year time
period of the existing Individualized Faculty Statement.

This

plan, which was referred to as an individual long-range plan
(iLRP)would be necessary for all non-tenured faculty through
their tenure decision year.

The ILRP would also be recommen¬

ded for any faculty member who anticipates a future personnel
action such as a promotion or to any faculty member who would
desire to use this extended planning mechanism.

The document

188
would be primarily developed at the Cluster level in con¬
junction with the individual faculty member but would also
be available to the Personnel Committee and Dean for their
information and response as appropriate.
8‘

--1USter implementation of the Individualized Forney

Statement process:

The strategy that was used with the Clus¬

ters in implementing the Individualized Faculty Statement pro^
cess

for the 1974-75 academic year was one of allowing each

Cluster to develop whatever mechanisms that were felt to be
most appropriate.
suggest

The experience with this strategy would

the following recommendations

concerning the imple¬

mentation of the IFS process in the future.
a.

A representative from the Dean's Office should work more

closely with the Clusters in establishing and maintaining the
IFS process,

being available for group discussions and indi¬

vidual consultation.
b.
ty

While most faculty completed their Individualized Facul¬
Statements

on an individual basis,

the experience from

those Clusters which used at least some form of group process
to augument this

individual approach suggests a more extended

use of group techniques.

One concept developed by the HAPPS

Cluster and more specifically by Professor Susan Campbell is
briefly mentioned here.

This

Guidance Committee and was

approach is called the Faculty

initially suggested by Professor

Campbell as a way to deal with Cluster questions of governance
and objectives.

A Faculty Guidance Committee has been adopted
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as a primary vehicle through which the Cluster implements the
Individualized Faculty Statement process.

Committees typically

consisting of two to three faculty members and a graduate stu¬
dent are formed to assist faculty in developing their IPS which
is

then subsequently submitted to the Cluster Chairperson.

These Committees are continued in an on-going manner throughout
the academic year and provide basic support and feedback to the
various members of the Committee.

These Committees exist out¬

side of the formal personnel evaluation processes that the Cl¬
uster has established.
c.

To facilitate the on-going review process,

mended that at
member’s

it is recom¬

least one formal mid-year review of a faculty

Individualized Faculty Statement be conducted.

This

could be conducted in conjunction with initial planning for
the following year’s

Individualized Faculty Statement process.

A specific suggestion in this regard comes
Blanchard who suggests that
persons
ting,

from Professor Ken

faculty contract with Cluster Chair¬

for a particular leadership style to be used in assis¬

as appropriate,

the faculty member to meet certain per¬

sonal or Cluster objectives.

9.

Increased use of information generated by the Indi¬

vidualized Faculty Statement process,
Clusters:
from the

both within and among

A substantial amount of information is generated
Individualized Faculty Statement process which can

be used both within the Cluster and among the Clusters
improved communication,

for

understanding of individuals and pro-
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grams.

As a minimum,

the Deans should be provided with pro¬

gram and faculty summaries

from each of the Clusters.

Addi¬

tional information that would also be available would be cur¬
riculum summaries,

publications of the profile statements of

the faculty indicating a summary of each faculty member's ac¬
tivity as projected for the coming academic year,
interests,

publication

a collection of suggested individual evaluation

criteria and updated information for the School's

Individual¬

ized Study and Advising Resource Bank.
10•

Improved identification and communication of ob.lec-

tives/directions for Clusters and School:

This information

is very important to the underlying transactional nature of
the Individualized Faculty Statement process and should be
basically available at the time the Clusters and individual
faculty initiate the IFS process

11.

for the following year.

Integrate the Individualized Faculty Statement pro¬

cess with the School's personnel policies:

The Personnel Pol¬

icy Committee should be charged with the continuation of their
review of the Individualized Faculty Statement as it interacts
with the School personnel policy.

12.

Clarify the position on varying patterns of profes¬

sional activity:

The Provost's Office,

School and Clusters

have yet to establish a consistent position on the opportunity
for faculty members to engage in a varied pattern of profes¬
sional activity.

Agreement and legitimization of this central

question is very important to the continuation of the Indi-
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vidualized Faculty Statement process and should be developed
as

soon as possible.
13*

School's administrators complete a complementary

-Statement'1 process:

It is recommended that the Deans develop

and communicate their preliminary expectations/objectives/pri¬
orities

for the coming year in a similar "statement" manner.

This would help to inform the community of wider School con¬
cerns and would also provide a basis for informed discussion
regarding these concerns.
I2**
Areas:
need.

Develop a Network of Professional Activity Resource
It is not just enough to identify areas of professional

Somehow the faculty must also have access to the nec¬

essary resources

for this assistance.

of financial stringency,

Under current conditions

it is recommended that the School

systematically identify or develop as appropriate a network of
professional activity resource areas to serve faculty needs in
a wide range of professional areas.
marily staffed,

These areas would be pri¬

on a temporary basis, by members of the School's

instructional staff who had demonstrable expertise in the spe¬
cific professional area.

These areas would not only include

the more established professional activity areas of teaching/
learning improvement,
research,

publication,

but would also include areas

such as

advising, grantsmanship, administration,

and personal counseling.
15.

Timeline for Future IFS processes:

a) Preliminary

IFS planning would be initiated during the month of January
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with completed Individualized Faculty Statements and Cluster
Profiles to be submitted to the Deans the second week after
Spring vacation,

b)

The Deans then, in conjunction with the

Cluster Chairperson, would preliminarily review the material
before the end of the semester,

c)

A more complete review

and the development of various information packages would then
continue over the summer.

Epilogue

The School Cabinet, in reviewing these recommendations,
suggested that for future proposals, the name Individualized
Faculty Statement be changed to Faculty Planning Statement.
This change highlighted the failure of the 1974-75 IFS to be¬
come more of a contractual instrument for faculty evaluation
and a vehicle for integrated institutional planning.

The new

Faculty Planning Statement name is, however, an accurate rep¬
resentation of the principal benefit that was realized through
the use of the Individualized Faculty Statement process in
1974-75.

A proposal for 1975-76 incorporating the recommenda¬

tions of the evaluation, along with the name change was sub¬
sequently developed, submitted to the School’s faculty, and
approved in mid-May 1975*
The Faculty Planning Statement process was never imple¬
mented for the 1975-76 academic year.

The financial and aca¬

demic investigations that had been initiated in the 1975 Spring
semester, and subsequent evaluation and committee activities
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involving the School,
semester.

continued on through the 1976 Spring

Their cumulative effect allowed little time or

energy for the effort that the Faculty Planning Statement
process would take.
What probably served as the terminal act for at least
the short term future of the Individualized Faculty Statement
in the School of Education was the Provost’s decision against
the use of the Annual Faculty Report format,

developed in con¬

junction with the Individualized Faculty Statement,
197^-75

academic year.

to provide,
ment,

the Report was

in a manner convenient and congruent to the State¬

an indication of activities completed during the previous

academic year.
as

As defined earlier,

By not completing the Report on the same form

the earlier Statement of prospective activity,

bers

for the

and other parties

erally
cesses.

faculty mem¬

involved in faculty evaluation were gen¬

constrained in making connections between the two pro¬
In most

cases,

in fact,

the original Statement was

not used for any purpose in the faculty evaluation process.
Without

this

final indication of utility,

there is little

wonder that subsequent attempts to implement an Individualized
Faculty Statement model for 1975-76 generated little support.
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CHAPTER

V.

SUMMARY

If the current depressed economic condition of many post¬
secondary education institutions can be classified as a crisis,
then probably no less of a crisis is the erosion of public con¬
fidence in post-secondary education in general.

Within this

milieu, the concern for faculty development has increased mark¬
edly since the late 1960’s.

A central question for the pro¬

ponents of the faculty development efforts would be what kinds
of programs will be most effective in countering the position
in which post-secondary education currently finds itself.

An

attendent question is what probability is there that faculty
development efforts will continue over a longer run.

This pres

ent study has focused on the attempted implementation of one
type of faculty development program, based on a concept of or¬
ganizational renewal, surveyed an aspect of its theoretical
and applied foundation and reported on its evaluation.

This

final chapter, by way of summary and elaboration, attempts an
answer to these previous questions, using the process and ex¬
perience of the School of Education’s Individualized Faculty
Statement as background.
As a prelude to the question of appropriate design of a
faculty development program, some current issues of adminis¬
tering post-secondary education institutions are briefly re-
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viewed.

This discussion represents the writers interpretation

of the general condition in post-secondary education although
it is understood that there are many exceptions and deviations.
Especially at the academic level, e.g.

course and program

approval, and faculty work loads, as opposed to the more tech¬
nical management level of registration and records, post-sec¬
ondary education institutions have had a somewhat laissez faire
operational style, relying heavily on individual faculty dis¬
cretion,

faculty councils, and administrators who were typically

academic in background.

In a setting of growth and high public

esteem, these conditions were rarely challenged and, in fact,
seemed to reflect rather well the general attitudes of how
such institutions should be managed.

With the almost concur¬

rent diminishment of public esteem and financial resources, al¬
ternative management philosophies and personalities are now em¬
erging in post-secondary education.

For example, state legis¬

latures are now beginning to take a more active role in monitor¬
ing public post-secondary institutions.

The relative auton¬

omy that these institutions had previously enjoyed is now in¬
creasingly deteriorating.

Workload guidelines for faculty,

for example, are now often set by the state legislature rather
than by individual academic unit administrators.

Within the

institution, professionally trained managers are assuming in¬
creasing responsibility, especially in the budgeting and data
systems area.

At the same time, the top administration is re¬

lying more and more on quantitative data to assist in program
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and resource allocation decisions.
These shifts are a cause for concern among many academ¬
icians.

Few supporters have argued that there is no need for

at least some changes in post-secondary education.

The cur¬

rent apprehension derives at least in part, however, from the
fear that many unnecessary changes will inevitably be made
along with the accepted necessary changes.

There is also the

concern that these cumulative change s will result in a sub¬
stantially weakened academy, subject to such pressures as
more external dictation of standards, relatively fewer re¬
sources and dysfunctional openness to outside interest groups.
The effect of these conditions is compounded in the per¬
spective of many academic administrators by the decrease in
faculty mobility,

the continued development of new or expanded

academic areas and the increased demand generated by changing
student clients,

such as non-traditional students.

A stagna¬

tion of opportunity for new resources coupled with the need
to respond to new academic areas, a paradox in itself, is be¬
ginning to build pressures which potentially threaten much
of the attractiveness of a vocation in post-secondary educa¬
tion.

The positive response to unionism by many institutions,

except so far the most secure ones, can probably be viewed
as an affirmation of these growing concerns.
Given the continuation of these various conditions for
at least the forseeable future, then narrow conceptualizations
of faculty development,
inadequate.

e.g. teacher improvement appear to be

Or perhaps a new terminology must be developed.
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In any event, traditional concerns of faculty development
that evolved around professional development of individual
faculty members must now become tied to or simultaneously
considered with questions of institutional accountability
and effectiveness, and professional discretion.
If these questions are not adequately dealt with, then
it is quite possible that the nature of post-secondary edu¬
cation will change substantially from its current form. These
changes could occur through at least two routes.

One would

be through the increased management intervention by external
agencies such as legislatures or appointed committees, in an
attempt to increase the effectiveness of post-secondary in¬
stitutions.

The other change would be through a deterioration

in the quality of professionals entering academia and/or the
loss of relevancy among the remaining faculty members.

It

is doubtful that but a few dedicated individuals would seek
a position in post-secondary education if the opportunity for
advancement and improvement was slim and where work expecta¬
tions were highly specified and controlled.
A preliminary, substantive outline of a comprehensive
faculty development program, or academic community renewal
to follow up a previously used phrase, is then suggested by
the problems currently facing post-secondary education.

The

minimal features would include provision for professional de¬
velopment and institutional effectiveness.

There are, of

course, a variety of programs that could meet these two gen-
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eral concerns, although the precise program characteristics
would undoubtedly have to be Individually tailored for partic¬
ular institutions.
Out of the experience with the Individualized Faculty
Statement and in combination with key points from the current
literature on faculty development, one set of suggested com¬
ponents for an effective faculty development program is de¬
scribed below.

The components are broken down into two group¬

ings of substantive and procedural.

1.

SubstantiveFaculty development programs should be concerned with
issues of professional development as well as institu¬
tional effectiveness.

The two issues are interrelated

and if not considered in some coordinated fashion, will
probably result in substantial discontinuities such as
inappropriate or excessively duplicative programs.

The

definition of professional development should be as com¬
prehensive as possible, including a wide range of profes¬
sional activity areas.

The definition of institutional

effectiveness will be an individual matter.
tutions are developing

or

have

Most insti¬

developed for themselves

operational definitions of effectiveness which are based
on relatively narrow concepts of faculty/student ratio
and instructional costs.
augmented

wherever

These definitions should be

possible by operational definitions

which reflect broader and more unique characteristics
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of the individual academic unit.
2.

ProceduralA.

The complexity and interrelatedness of most organ¬
izations suggests that a comprehensive strategy
for dealing with issues of professional development
and institutional effectiveness could be most ap¬
propriate.

For example, all major decision-making

components of the organization should be involved
in the faculty development process so that relative¬
ly consistent and informed support will act as an
encouragement rather than a discouragement to fac¬
ulty participation.
B.

Provision for a systematic, continuous interchange
of ideas and information among participants is im¬
portant.

This hopefully will encourage the develop¬

ment of such things as a more collaborative outlook,
minimizing duplication of effort, monitoring of fac¬
ulty and institutional progress in achieving objec¬
tives .
C.

Perceptions of external groups or individuals should
be brought into the decision-making process for in¬
dividual and institutional needs

wherever possible.

While there is obviously a limit to the amount of
attention that can be given, allowing reasonable
external input could help in such matters as in-
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creasing the support for the academic program
and generating new client demands.
D.

If a contractual approach is taken for the fac¬
ulty development program, the flexibility of the
contract mechanism should be carefully developed
so as to not overly restrict the responsiveness of
the faculty members or the institution.

Two additional components covering funding and evaluation are
covered at more length in the following section of this Chap¬
ter but are summarized here.
E.

Faculty development programs should anticipate be¬
ing eventually supported primarily by internal, in¬
stitutional funds if this is not already the case.
A key to the longer term success of most faculty
development programs is the extent to which the
effort is seen as an integral part of the instit¬
utional responsibility.

In a similar vein, the

various personnel and technological resources need¬
ed to carry on a faculty development program should
be generated from within the institution as much as
possible.

This will not only cut down on the costs

of the program but will also spread the sense of
involvement in the faculty development effort more
thoroughly throughout the institution.
F.

Because of the newness and potentially substantial
impact that a comprehensive faculty development
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program can have on an institution, it is important
that some provision be made for an on-going evalu¬
ation effort.

There will be limitations of time

and money but some of the following features should
be carefully considered:

1.

It will typically take

several years for the real benefits of the program
to become visible so premature product evaluations
should be avoided if at all possible.

2.

Process

or implementation considerations are at least as
important as product or outcome considerations,
perhaps more so during the early, formative years
of the program.

While much of the evaluation activ¬

ity should be carried on by an internal and diver¬
sified group, occasional external, independent evalua¬
tions will typically help to solidify program ac¬
complishments as well as add new perspectives to
the operation of the program.
Faculty development is considered by some authors to be
a genuine movement within post-secondary education; other
authors appear to consider it a fad.

The final question con¬

sidered here is what is the longer term prognosis for faculty
development.

In attempting to answer this question, the fol¬

lowing elements are considered:

The continuation of the cur¬

rent, depressed economic conditions in post-secondary education;
the availability of supplemental grant funds for faculty devel¬
opment programs; the effectiveness of faculty development pro-
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grams; and the impact of unions on faculty development efforts.
There is little disagreement that such environmental con¬
ditions as reduced enrollment pressure, inadequate financial
appropriations and decline in faculty mobility have collectiveiy provided a strong impetus for faculty development programs
in recent years.

There is no shortage of disagreement, however,

as to how long these conditions will last or how severe they
will become.

Too many variables exist to permit a reasonably

accurate prognosis.

Perhaps the most important sense that

can be gained from the spate of opinions is that all of the
variables are not independent and it is quite possible that
post-secondary education, with effective leadership, can make
some difference.

For example, it is a demographic fact that

the college age population, traditionally counted as the 1821 age bracket, will be somewhat reduced in the 1980’s and
possibly for at least the rest of this century.

It is also

a fact that many potential students are currently deferring
college attendance in order to pursue other lifestyles.

These

conditions though do not necessarily mean that total enrollments
in post-secondary education have to decline.

Increasing at¬

tention to non-traditional student populations e.g. economic¬
ally/socially disadvantaged, adult learners or continued ed¬
ucation for individuals that have already received degrees,
would probably more than make up the decline in the more tra¬
ditional student population.
The diminished growth of financial appropriations for
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post-secondary education is at least partially a result of
the sluggish general economy, a situation over which post¬
secondary education has little control.

But at least equally

responsible for the diminished financial appropriations is
the lack of political support that post-secondary education
has with the state governing bodies and apparently the general
public.

This situation can perhaps be modified to some extent

with more effective lobbying and public relations efforts, not
to mention a broader based educational program.
Decreased faculty mobility is another current fact of
academic life.

Even if student enrollments cannot be brought

back to sufficiently high levels to justify increased faculty,
or if financial appropriations cannot be adjusted to accommo¬
date faculty supply, there are still a variety of strategies
open to post-secondary education that would help to alleviate
the condition.

Faculty development programs can assist fac¬

ulty members to become more complete contributors to the in¬
stitution by helping to build skill areas previously unused
such as research and teaching in new, but related disciplines.
Professional counseling can assist faculty members to find
alternative careers.

Eventually the problem of over-supply

of faculty should be self-correcting as increasing numbers
of faculty leave academia, fewer potential faculty are train¬
ed and as the student demand for education increases.
The reoccuring theme in this section is that there is
some elasticity of opportunity, some option for post-secondary
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education to be an active shaper of its future rather than
a passive recipient.

Current economics of scarcity in post¬

secondary education have generated increasing support for
professional protection through such activities as faculty
development programs and collective bargaining.

It is pos¬

sible that only through a comprehensive and coordinated aca¬
demic community renewal effort can the current adverse con¬
ditions affecting post-secondary education be effectively
minimized.
One of the striking characteristics of most faculty de¬
velopment programs today is that they are funded in large
part by resources coming primarily outside of post-secondary
education.

While this pattern is a common one for new pro¬

gram areas in post-secondary education, what is equally common
or predictable is that these funds will eventually diminish
as foundation commitments expire and available resources are
channeled into other, supposedly more current areas of inter¬
est.

At this point of funding agency disinterest, the future

of faculty development programs will hinge on a different set
of considerations from what currently exists.

First of all,

self-funding will probably be the dominant model for faculty
development efforts before the end of the 1970's.

The costs

will vary depending on the ambitiousness of the particular
program but current indications are that many institutions
will continue to be hard pressed to allocate much support to
any area that does not promise a direct impact on the well-
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being and effectiveness of the institution.

This leads to

a second consideration of program effectiveness.
To date the question of effectiveness in the faculty
development area has not received a great deal of attention.
Most of the major faculty development programs have not been
operating long enough to generate reliable evaluative mater¬
ial nor has there been much of a press to systematically col¬
lect and analyze this information until recently.

Some pre¬

liminary evaluation efforts also indicate that it is probably
going to be difficult to generate effectiveness measures that
will be generally accepted.

Even with these constraints, it

appears as though the major issue that will concern evaluators
and decision-makers is the extent to which faculty development
programs can be an integral part of an institutions continued
vitality, however

that is defined by each institution.

If

perceived as a definite contributor to the faculty and the
institution in general, then faculty development programs will
have a better chance of being funded, everything else remain¬
ing equal.

If the faculty development program produces bene¬

fits which are too narrowly defined or if the program is seen
as more cosmetic than substantive, the chance for continued
funding will be that much diminished.
Two additional dimensions of the effectiveness question
also deserve comment.
taking,

there exists

As in any large administrative under¬
in the implementation of a faculty de¬

velopment program, especially a comprehensive one, the danger
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that the procedures themselves, the means, will replace the
originally intended outcomes, the ends.

The potential pro¬

fusion of forms and deadlines can easily become the basis for
a new level of bureaucracy which will probably meet with little
support from the faculty.

Finally, a comprehensive faculty

development program, with both faculty members and administra¬
tors having extensive participation, will generate a great
deal of information.
sensitivity,

This information has to be used with

for if any group, faculty or administrators, is

viewed as untrustworthy in the use of this information, the
whole basis for a collaborative faculty development effort
will be jeopardized.
The previous discussion on the future of faculty develop¬
ment has been developed on the assumption that collective bar¬
gaining was not a consideration.

This assumption, of course,

is neither accurate for a growing number of post-secondary
education institutions nor completely warranted for the remain¬
ing number of institutions which are presently without a col¬
lective bargaining agreement.

The presence of a union will

probably affect most of the elements just considered includ¬
ing financial appropriation levels, faculty mobility, faculty/
administrative relations, use of productivity measures and
every extent of faculty development program.

Just what the

nature of this effect will be by unionism is the subject of
continuing debate.

One thing does appear certain, however:

continuation of the generally depressed conditions in post¬
secondary education will encourage the establishment of col-
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lective bargaining agreements just as it will encourage the
development of faculty development programs.

Collective bar¬

gaining and faculty development should not be viewed as nec¬
essarily mutually exclusive.

A

collective bargaining agree¬

ment may well increase the chances of a faculty getting ap¬
proval for a needed faculty development program at a particul¬
ar institution.

What is likely to change or at least be af¬

fected by collective bargaining is the nature of the relation¬
ship between faculty and administration, and the process by
which individual needs are developed, integrated and inform
the needs of the institution.
Whether faculty development is a legitimate change or
a passing fad in post-secondary education is not clear at
this time.

What does appear clear is that some permanent

changes will probably take place in post-secondary education,
changes that will alter some of the basic relationships that
have become well established.

Examples of these changes

might include the increased political perception of post-sec¬
ondary education as just one of many public agencies, the de¬
manding of increased accountability/effectiveness measures,
an increasing proportion of non-traditional students and an
intensification of the adversary relationship between faculty
and administration.

The eventual impact of these and other

changes on post-secondary education continues to be a matter
for conjecture.

However, it is within this almost certain

reality of change that comprehensive programs for faculty de-
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velopment or academic community renewal are being suggested
as a way to help alleviate the costs and increase the bene¬
fits of these changes.
While these comprehensive faculty/institutional renewal
programs present, perhaps to most individuals, an attractive
alternative to current practices, they are not without their
limitations.

As the experience in the School of Education’s

Individualized Faculty Statement indicated, implementing
such a program is a difficult task.

A variety of key elements

such as goal definition, administrative and faculty support,
tie in with reward structures, and administrative expertise
must either exist or be developed if the process is to have
a chance to succeed.
A final comment, however, is suggested by open systems
organizational theory.

The very comprehensiveness of these

programs that are suggested, theoretically sound as they may
be,

simply may be too complex to systematically administer.

The evaluation of the IFS process did not confirm nor deny
this.

It will continue to be incumbent upon educational

leaders to try to maximize the use of financial and personnel
resources in the pursuit of organizational objectives, given
current conditions of post-secondary education.

But it will

also be equally important that there be a careful calculation
of costs, benefits and probability of success before any fac¬
ulty/institutional renewal program can be allowed to develop
too far.
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June .1.2a 196?.

To.Clark.,Ivey.
iSubjecc

For the past several weeks I have been thinking of the rough
outlines of the basis of professional service in the School of
Education, and building on A1 Ivey’s suggestions that Professors
ought to be able to choose a combination of their service and
evaluation roles, I would like to propose the following as a
starting point.
Each Professor in the School of Education is expected to spend
roughly half his time as follows:
one day (8 hours) in profes¬
sional improvement per week, 6 hours per week in preparing for
and teaching one class, and 6 hours per week in service activities
for the School.
This is based on the standard appointment of
39 weeks, 3/4 of the year, which means that a Professor would haveabout 7 weeks of that 39 weeks unallocated in the sense that he
could spend that 7 weeks preparing for his course or other
extraordinary and time-consuming activities—the point being that
as. recognized, 3 hours in the class and 3 hours in preparation is
not realistic if there weren’t some cushion someplace else in
anticipation of additional preparation or additional opportunity
for correction of papers, evaluation, etc.
Having thus accounted for half of a Professor’s load, the other
half becomes negotiable in three 6 hour per week parts which may
be divided in any way that the Professor chooses among teaching
research, and service.
If a Professor wants to be evaluated solely
on teaching, he then would be allowed to teach three additional
courses or a total course load of four courses.
If he wished to
.be evaluated solely on research, he could have his entire additional
load in research.
If he wished to be evaluated solely on service
to the School, he could construct his entire balance of responsibility
in service to the School or, and more typically, he would divide it
among the three, teaching one additional course (6 hours), taking on
responsibility for a moderate amount of research (6 hours), and a
moderate additional service to the School (6 hours).
Criteria would then be developed for evaluating the effectiveness of
this service; for example, the teaching criteria would depend on
a combination of two things: (1) the response of students and how
much they evaluated it, and (2) the evaluation of the overall com¬
petence of the Professor to teach students.
In other words, thc
assumption would be made that if somehow you can evaluate the
Professor's overall competence to be high and the students evalua e
what Che Professor teaches them as being valuable, then the combina¬
tion of tie genuine competence of the Professor and the student's.

Memorandum
Page 2
June 12, 1969

acceptance of this would be more than adequate evidence of effective
teaching.
If the Professor is not evaluated as being highly com¬
petent in terms of his knowledge in his field, then no amount of
positive student evaluation could substitute for that general
competence or replace it.
This, of course, is a simplistic approach
in the sense that you have to allow for the fact that Professors
attract some students and repel others.
There are many other
kinds of things that need to be taken into account as you develop
the actual personnel policy in this regard; but those would be the
basic ground rules perhaps.

In terms of research, I would think that it would be reasonable
to suggest that for a 6 hour involvement over an entire year that
a Professor produce an average of one significant article per year
published.
This, of course, is being an average.
He may produce
two articles one year and non the next year, or he may produce a
book over a three-year period.
In general to have an operational
expectation, I would think that one published article a year as a
basis for evaluating the successful research effort of the Professor
would be a good standard.
It should also be pointed out that the
article should have some significance.
In other words, it should
be able to be demonstrated how this makes a contribution to the
field that has not previously been made.
It might even be possible
for a Professor to get some sort of agreememt in advance about the
kinds of things that he is working on so that he knows in advance
whether or not a particular kind of article or research project
will be reviewed as significant by the people who are evaluating it;
i.e., if I publish an article on X which was published in Y journal,
would that meet the test.
By getting this decided in advance before
a Professor has invested the time, this makes the evaluation more
fair so that the Professor hasn't invested his time in something that
turns out the people who are evaluating him don't value. Therefore,
the personnel evaluation each year would consist not only of the
evaluation of what he has done but the evaluation of what he proposes
to do, which is a major significant breakthrough not only in research

but in other areas also.
He would propose the means by which his
teaching would be evaluated and he would propose the means by which his
service to the School would be evaluated.

Equally important, I think

that he would choose a reference group.
In other words, in fields
where there is controversy about what the standards of professional
acceptance are, the Professor would choose the three top people in
the field that he would like to be compared with and once having
gotten agreement that this was an appropriate reference group and
one that was accepted by the School, he would then not have to worry
about having a particular thrust in his field with which he did not

agree be used as a standard against which he was measured.
If a Professor decided to have all of the balance of his half-time
load in research, then I think that it would be reasonable to
produce about three articles a year.
Along with this would be an
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an expectation for perhaps some fiscal support of his research
activities or negotiating with others to produce the fiscal support
or participating in a larger project for which fiscal support had
been achieved.
In other words, the fund raising activity could count
officially either toward the research or toward the service end of
his load.
Service activities could include anything from being
director of graduate studies to director of field experiences in a
teacher education program to dissertation advisement, which incidentally
could count under either teaching or service or both and equivalencies
here could be developed.

'

All in all the overall personnel policy would rest on the fact that
the faculty member at the time of his employment would select the
major thrust of his service in the School and would develop with the
personnel committee the criteria by which his professional performance
would be judged.
It would be decided what kinds of evidence would
be collected on teaching and how his competence as a professional would
be evaluated. • Here it might be the evaluation of his publications;
it might be having a panel of outside professionals come in and talk
with him and ascertain his professional competence in a one-day
visitation if this is a person who doesn’t choose to publish, or
it could be some other imaginative way devised by the Professor him¬
self. With guideline for individuals we can then start putting
together personnel policies for the School. For example, I would
think that it would be necessary that at least half of the Professors
in the School would elect a part of their load in evaluation to be
in the area of reseach.
As a School, we can produce the necessary
scholarly output and the necessary intellectual environment for the
kind of excellence to which we aspire.
In summarizing I would say that two unique features of this policy
would be first of all the idea of agreement in advance on the scope
of service and the nature of the evaluative criteria, and secondly,
the opportunity for individual specification of professional service
to the School.
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Attachment B.
IV.

THE NEGOTIATED CONTRACT

betically):
Advising, Publication, Research
external), and Teaching.
By February 1 each faculty member shall
his Center Director (where applicable) a sta

affairs shall act in his place.
By February 15 each Center Director shall have submitted the
contract proposals of the faculty members in his Center to the
Personnel Committee.
Prior to submitting these proposals, the
Director shall meet with each faculty member to discuss and review
that faculty member s contract proposal, and to modify the proposal
if necessary.
When satisfied with the contract proposal the Center
Director shall sign the proposal.
In reviewing and approving the
contract proposals of the faculty members of his Center, the Center
Director shall act in full cognizance of the needs and obligations of
the Center and School for the forthcoming academic year.
Any faculty member not satisfied with modifications made in
his contract proposal by his Center Director may appeal such modifi¬
cations directly to the Personnel Committee.
By March 1 the Personnel Committee shall have submitted all
contract proposals to the Dean.
Prior to submitting these proposals,
the Committee, acting in full cognizance cf the needs and obligations
of the School, shall review, discuss, and modify where necessary all
faculty contract proposals.
Approval of each contract proposal shall
be by majority vote.
When approved, the proposal shall be signed
by the Chairman of the Personnel Committee and shall be submitted
to the Dean.
All faculty shall be offered the opportunity to meet
with the Personnel Committee to discuss their contract proposals.
The Dean shall review all contract proposals, and with the agreement
of the faculty members, may modify such proposals.
He shall then sign
the contract proposal.
Copies of the contract, with the signatures of
the faculty member, Center Director, Personnel Committee Chairman, and
the Dean shall be mailed to all signatories.
The signed contract shall be the Personnel Committee's basis for
evaluating a faculty member's work for the period of the contract.
A contract may be renegotiated upon request.

I
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School of Education Faculty
INDIVIDUALIZED FACULTY CONTRACTS

3 JECT

1

In the Fall of 1971, the School of Education faculty approved the concept
of an Individualized Faculty Contract that was developed by the 1970-71
Planning Personnel Committee.
Under the direction of David George, my
office has been preparing a draft of the guidelines we are proposing for
the Individualized Faculty Statements.
These guidelines were based on
University policy and precedent as well as the experimental Individualized
Contracts many faculty submitted during this past Spring semester.
In
order to implement the concept of the Individualized Faculty Contract, I
propose the following process:
1.

Request that all faculty review and comment on the attached draft
of guidelines for the Individual Contract.
(Note attached comment
section)

2.

The Academic Affairs Office reviews faculty comments on the Individualized
Faculty Contract and revise guidelines accordingly.

3.

By early in August, develop final draft of Individual Faculty Contract
guidelines to be used on a pilot basis for the 1972-73 Academic Year.

4.

Evaluate, revise, and submit final Individualized Faculty Contract
guidelines for faculty approval in Spring 1973.

I ask your cooperation in reviewing the Individualized Faculty Statement
guidelines and sending us your comments on the Individualized guidelines
and the process proposed above,
Please note that a comment
section, which can be returned to my office, is attached to the body of the
draft for your convenience.
Thank you for your cooperation.

ES/DG/cf
attachment

C.
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INDIVIDUALIZED faculty statement
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Content and Summary

Individualized Faculty Statements.

page 3

A proposed personnel procedure that encourages faculty to pursue
a variety of functions through an expanded course equivalency
concept and before-the-fact feedback, that will more effectively
serve individual and institutional needs.
Administration.

page 4

Statement, individually developed, is reviewed by Center Director
Personnel Committee and Dean with personal response possible at
each point.
Course Load Policy and Equivalency Guidelines.

page 4

Use of a 5 course equivalency load per semester (approximately
15 hours a week or 200 contact hours a semester) legitimizes
the varied non-traditional course work at the School.
Statement Instructions

A. Anticipated Center Affiliation

page 5

page 5

B. Teaching.page 5
Primary source for contact hours for most faculty.
Teaching
equivalency guidelines indicate where more or less credit
might be appropriate.
C.

Advising.page 7
Extensive student/faculty ratios make advising, both undergraduate
and graduate, a critical part of the School's academic program.

D.

Publication, Research and Projects.page 8
Professional development enhances the individual and the insti
tution.
Although admittedly a very subjective area in most
cases, a valid equivalency program cannot exclude this area.

E. Services (Internal).
Equivalencies are suggested for an array of service functions
(Center Director, Principal Investigator, Committee member, etc.).
F.

.page 9
Service (External).
Increasing involvement in outside the School activities usually
are non-standard and credit equivalency will have to be negotiated.

G.

Evaluation.page 9
Allows faculty to go beyond a minimum "contractual" condition by
developing additional criteria upon which they would want to be
evaluated for merit, promotion and tenure consideration.

H.

Additional Information.page 9
What are some areas in which you might want to participate but
haven't had the opportunity.

Individualized Faculty Statement.page 10
A proposed statement format.

Will be NCR carbon paper.

Comment Section...page 11
Please record your comments by section on these sheets and return
to David George.
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INDIVIDUALIZED FACULTY STATEMENTS

In accordance with the 1970-71 Planning Personnel Committee's recommendations
as approved by the School of Education Faculty in the Fall of 1971
we are
embarking on a school-wide program of individually negotiated professional
responsibilities.
Once a year, all faculty will be asked to specify their
goa s and activities for the coming year, and these statements, after discussion
and approval by Center Directors, Personnel Committee, and Dean, will serve as
the basis for personnel evaluation.
This new policy intends to serve a variety
of purposes, and to aid faculty in participating, we wish to specify those goals
as clearly as possible.
First* the negotiated contract is intended to remove as much as possible the
ambiguity of Personnel evaluations.
Since faculty will be evaluated in terms
of criteria that they have negotiated in advance. Personnel decisions will
be made in terms of a set of shared, explicit expectations.
Second, the negotiated contract seeks to capitalize on the fact of individual
differences among faculty members.
Rather than encouraging all faculty members
to perform the same functions, the individually negotiated contract encourages
faculty members to emphasize their strengths by devoting their greatest
energies to the functions they are most able to perform.
Third, the individualized contract encourages faculty members to take a more
active part in shaping their own careers and contributions to education.
Specifying their goals and activities in advance will enable many faculty
to avoid some of the subtle institutional and collegial pressures that often
get them involved in activities they had no real desire to engage in.
Fourth, the new system will enable individual faculty members, as well as
the School of Education as an institution, to engage in a more meaningful
process of short- and long-range planning.
As individual contracts are
negotiated with Center Directors, the Personnel Committee and the Deans,
it will become possible to work out an appropriate fit between institutional
goals and individual goals without requiring all faculty to pursue all of
the School's goals to the same degree.
In general, we see this emerging system of individualized contracts as an
extremely promising and needed opportunity to serve individual as well as
institutional needs.
It is a framework within which the School can assure
that its priorities are met by encouraging, rather than discouraging, the
diversity of talents, beliefs, and goals among its faculty.
It is also a
framework that will legitimize and make more visible the School s contribution
to the priorities of the larger University structure.

-4-
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In filling out the attached statement, the major categories listed roughly
correspond to the information requested in the Annual Faculty Report and
Evaluation which is requested in early Fall.
F
After completing the statement (see statement instructions) and detaching
n-Ur«-£erSOnal ^°PY forward a11 remaining copies to your Center Director.
* f'aculty ’member is participating in more than one Center,
forward all regular copies of the statement to the "primary" Center Director
and one xerox copy to all "secondary" Center Directors.)
Center Directors

forJrH

J;eview the statements of all participating faculty.
Changes, etc.,
will be negotiated between the faculty member and the Center Director, and
the statement altered or resubmitted accordingly.
The Center Director, keeping his copy of the Statement, will then forward
the completed Dean s Copy of the statement for all primary faculty members
of the Center.
The Dean, in conjunction with the Personnel Committee, will
review all Faculty Statements.
Emphasis at this review state will be primarily
two—fold
overall validity of the faculty member's load (both quantitatively
and qualitatively)—appropriateness of faculty member's evaluation criteria.
Changes, etc., will be negotiated with the individual faculty member**In con¬
junction with the appropriate Center Director.
Statements again may be
altered and resubmitted accordingly.
A copy of the completed statements
will remain with the Personnel Committee/Dean to be used for faculty evalua¬
tion.
Individual faculty folders will be available in the Academic Affairs
Office.

COURSE LOAD POLICY AND EQUIVALENCY GUIDELINES

It is our intention to use these Individualized Faculty Statements as the
basis for reinforcing our position that School of Education faculty are in¬
volved in an array of activities in addition to traditional classroom
teaching which adds academic vitality to the School and to the University,
and that these activities should be so recognized.
Proceeding from the
standard University faculty load policy of 3-3 (3 standard courses a semester
or 9 teaching hours a week) plus expectations for service and research and
publishing activities, we propose as a benchmark for developing equivalency
guidelines the following:
A faculty member choosing to individualize his contract so that
he were to make his contribution solely through teaching and not
engaged in service or research would be expected to teach the
equivalent of 15 credits or 1500 modular credits a semester.
Using the 15 credits per semester as the expectation for a full-time
load for faculty engaging in no other activities, we have then pro¬
ceeded to develop a series of guidelines of equivalencies for other
professional activities which provide us with a greatly expanded
opportunity to recognize those activities as part of professional
contribution of a faculty member.

-5GENERAL STATEMENT INSTRUCTIONS
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In the attached statement, the major categories have been made to
basically correspond to the categories in the Annual Faculty Report and
Evaluation.
Make sure that all three copies are complete.
(NCR paper
does not require carbon paper.)
Additional information should be attached
to each copy.
Changes in the Statement, either at the Center/Personnel
Committee review level or self-initiated should be made by memo (suggested
for minor changes) or resubmission using the initial routing procedure.

A.

Anticipated Center Affiliation
Please indicate the percent of time that you spend in which Centers/
Programs or in other areas such as Administration, major across-campus
appointments, etc.

B.

Teaching
Teaching is the primary area from which course contact hours (and equiva¬
lencies) will be generated.
The stan ard hours per semester (50-minute
periods are counted as one hour).
Calculation is complicated by the
fact that the University also takes into consideration student enroll¬
ment for many of its studies.
Although there is no official policy for
course enrollments, the generally accepted minimum standard is 8 for
graduate courses, 12 for undergraduate courses, and 10 for combined
graduate/undergraduate courses.
The Completely Modular Curriculum system will modify the historical
3 contact hours a week, 15-week course by allowing more variable (either
longer or shorter) learning experience time frames.
In figuring out
your course contact hour equivalencies for the semester, it would help
to think in terms of total semester contact hours.
So for the 1972
Fall Semester of 13 weeks assuming a 5, 3 credit course minimum, your
contact base would be approximately 200 hours (5 courses x 3 contact
hours x 13 weeks = 195 total course contact hours) .
The School of
Education will still be requested to translate these hours back into
standard course figures, so a standard 3 hour course equivalent would
approximate 40 hours.
General Policy
Faculty contact hour credit will generally approximate the number
of arM.al hours spent in contact with the learning group assuming
a reasonaDie numDei ui &l.uuc.
late into a faculty member r
for a modular learning exper
for 5 days.
Teaching Equivalency Guidelines
(A.)

Situations where faculty could receive more than standard credit

-6-

(1)
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Learning experiences with enrollment of more than 50 where
lnstructorn(exUC^°"a- resPonslbil“y lies with Individual
ctor (ex. learning experience with 100 enrollment and
standard)!^0031 3SSistance could be counted as twice the

(2)

(B.)

Developing a new learning
experience or involvement in a
new area for you.

Situations where faculty could receive less than standard credit:
(1)

Learning experiences which are team taught.
Basically
credit will be equally divided among instructional staff
(to include doctoral students), 1/2 for 2 instructors, 1/3
for 3 instructors, etc.)
Enrollment is a factor here with
larger enrollments tending to bring credit back to standard.

(2)

Learning experiences with low enrollments.
(Ex:
A learning
experience (undergraduate or graduate) that consistently
has low enrollment i.e. below 10 for undergraduates, 8 for
graduates where the size is not a function of pedagogical
considerations).

(3)

Learning experiences with a large experiental component.
(Ex:
If an instructor is offering a learning experience with
a heavy practicum or experiental input which allows the student
to receive 900 modular credits (the equivalent of 9 semester
hours) yet requires less contact time from the responsible
instructor (i.e. student teaching) the faculty contact credit
should be adjusted accordingly.

(4)

Learning experiences under faculty supervision.
Although
it is an explicit policy that teaching by doctoral students
is encouraged both as a function of their own academic program,
and for the increased instructional resource base that it pro¬
vides to the School, it has become obvious that faculty supervision
of these learning experiences is generally advantageous.
Subject
to individual differences relative to how the supervisory role is
carried out, (For some situations it may more closely resemble
team teaching.) the suggested guideline is 1/4 of the scheduled
contact hours for the learning experience can be claimed by the
sponsoring faculty.
(Ex:
For sponsoring a doctoral student in
teaching a learning experience that generates 40 contact hours,
the faculty member could get the equivalent of 10 course contact
hours.)

(C.)

Situations where faculty could receive credit for traditionally non-standard
learning experiences:
(1)

Individualized study - Because the University uses data that
combines contact hours with enrollments, individualized study
can typically not be credited for as many contact hours as are
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usually expended.
A straight contact hour credit would push
the cost per instructional student to an unfeasible level
However, in a situation like the School of Education where
individualized study is a significant learning option an
acceptable equivalency should be established that reasonably
reflects this reality.
Although this will vary from instructor
to instructor, our guideline for individualized study is 1 contact
hour for every student.
Additionally, we suggest that if you
anticipate 12-15 students on individualized study and the subject
matter is relatively consistent among the students, it would be
to your advantage to convert to a scheduled learning experience
format so that you could get full contact hour credit.
(2)

C.

Practice Teaching Supervision - Although the vast majority of
practice teaching supervision is done by doctoral students on
supervisory assistantships, some faculty participate in these
activities to varying degrees.
Practice teaching supervision
has many of the same enrollment constraints as where listed
under individualized study so generally speaking we could not
support to a full extent the actual number of hours expended.
Our guideline for this category then is 3 contact hour
equivalents for every student supervised.

Advising
General Policy - As a significant teaching related activity, advising has
traditionally been considered an assumed part of the teaching process.
Due
to the extensive student/faculty ratios that exist in the School for both
the undergraduate and graduate levels, developing an equivalency guideline
for advising would seem equitable and necessary.

A.

Undergraduate Advising

Undergraduate advising is done primarily by a doctoral student staff and
the program staff of the alternative teacher preparation programs.
If you
have advising responsibilities under one of these programs, exact equivalency
should be established through the program director or the Assistant Dean for
Teacher Preparation and Undergraduate Programs but should not exceed one
instructional contact hour equivalent per student.

B.

Graduate Advising

There are four areas of graduate advising which are conveniently translatable
into instructional contact hour equivalencies:
Membership, a chairperson of
guidance committees; membership, a chairperson of dissertation committees.
Again, recognizing individual variations the following guidelines are suggeste
1.
2.
3.
4*.
5.

Guidance Committee membership - 1 instructional contact hour
Guidance Committee chairperson - 3 instructional contact hours
Dissertation Committee membership - 2 instructional contact hours
Dissertation Committee chairperson - 4 instructional contact hours
Credit for same student in each category should be limited to 3
semesters
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D.

_

,

Publication, Research and Pro-jects
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faculty !ont1raItIbenL°th^

uU1 the success of the individualized

work with Its sub-classlfication8of
bt°a<i
°f Professional
j
i
,
meat ion of publications, research and nrolpri
development and Implementation.
These are the traditional “eas which
p ov e muc of the instructional and personal growth in academia yet

to transute int° •5.ivai.^,^s^rt

project administration (i.e. , principal Investigator for an
outside funded project) which will be covered under the categor
Service,
there will be only the most general guidelines.
Basically,
extensive anticipated involvement in any of the areas would be the
equ valent of two standard courses (maximum) or 80 instructional contact
hours with average involvement more equating to one standard course or
40 instructional contact hours.
E.

Service (Internal)
General Policy Part of the normal expectation for faculty is service
and involvement in the University.
As a way of emphasizing the variety
and intensity of these activities for many Education faculty, we have
included Internal Service as a separate but significant part of the
Individualized Faculty Statement process.
Specific Equivalencies:
Center Director - 1 standard learning experience or 40 hours per
semester
School Council - 1/2 standard learning experience or 20 hours per
semester
Standing Committee Chairperson - 1 standard learning experience
or 40 hours per semester
Standing Committee Member - 1/2 standard learning experience or
20 hours per semester
Ad Hoc Committee Chairperson - 1/2 standard learning experience
or 20 hours per semester
Ad Hoc Committee Member - 1/4 standard learning experience or 10
hours per semester
Ombudsman - 1 standard learning experience or 40 hours per semester
Principal Investigator of outside funded projects - 1 standard
learning experience or 40 hours per semester

Other equivalencies for service/administration activities will be nego¬
tiated through the Dean.
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Service (External)
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General Policy - University and community relations have continued to
increase in importance as the School of Education expands beyond its planning
era.
The range of potential activities defies specific equivalencies in most
cases although some suggestions of appropriate activities follow:
University committees - generally 1/2 standard learning experience
or 20 hours per semester
Honors Program - negotiated
Assisting other departments - negotiated
Community Service - negotiated

G.

Evaluation
The material in the preceding categories should add to approximately a 5-5
learning experience contact hour equivalency or about 200 hours per semester.
In a sense this contract successfully completed would fulfill faculty
contractual obligations to the School and the University.
This section
on evaluation goes beyond that minimum condition and allows faculty to
develop additional criteria upon which they want to be evaluated for merit,
promotion and tenure consideration.
As in the case of merit pay where the
distinction between "standard" and "meritorious" accomplishments is becoming
quite crucial, it is hoped that this contract projcess will form a more
equitable foundation upon which faculty decisions will be made.

H.

Additional Information
As an additional element for the planning element of this contract, we would
like you to indicate beyond what you have already stated, any areas that
you would like to pursue, had you had the time or the opportunity.
Examples
such as participation in other centers, projects, programs, etc. would assist
the education administration as it attempts to more effectively meet the
needs of its growing clientele.
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INDIVIDUALIZED
FACULTY
STATEMENT

NAME

FALL 19

ANTICIPATED CENTER AFFILIATION

1-

Z

2.

Z

3.

Z

4.

X

Other

Instructions: Guldellnfo fnr
completion of statement are
attached or are available in
Academic Affairs Office (Rm 123).
If you have not already done so,
please carefully review guide¬
lines prior to completing state¬
ment. Any questions can be
addressed to appropriate Center
Director or Dean for Academic
Affairs. After completing
statement detach personal copv
and forward remaining copies
appropriate Center Director(s).

A.

Below are listed various categories that serve to make up course and course equivalency
loads.
Categories of evaluation criteria and additional areas of interest that you may
wish to make known are also included.
If necessary, use additional sheets to develop
your current expectations in these areas.
Indicate the number of course equivalency
hours that you feel are reasonable for each category.

B.

TEACHING

C.

ADVISING

F,

SERVICE (External)

G.

D.

PUBLICATIONS/RESEARCH/PROJECTS

EVALUATION

H.

E.

SERVICE (Internal)

ADDITIONAL INFORMATION

SIGNATURE AND REVIEW BLOCK

Faculty Member

Personnel Committee

Date

Center Director

_ Date_
Reviewed

Dean

_ Date_
Reviewed

Reviewed
_ Date_
Reviewed

. 1
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The Individualized ^acuity Statement concept was initiated by the 1970-71
Planning Personnel Committee and further developed and piloted during the
last two academic years through the Office for Academic Affairs.
A time
line established during Spring 1972 (re: July 7 memo) called for a Spring
semester pilot followed by a final Individualized Faculty Statement to be
administered for the 1973-74 academic year.
However, the events surround¬
ing the restructuring of the School up to this point have precluded imple¬
mentation of this procedure.
Although the reorganization and interim
governance of the School is still not completed at this time it appears
timely that the implementation of at least a modified IFS procedure would
be a positive step in assisting individual faculty, Clusters, and the
governance/administration bodies of the School to better plan for and
strengthen the development of the Clusters in the coming academic yearwhile at the same time testing the IFS concept.
Accordingly, and with the approval and cooperation of the School Cabinet,
we are asking all faculty, full or part time, state or outside funded, to
submit an Individualized Faculty Statement to their respective Clusters.
Faculty not affiliated at this time should submit' their statements directly
to the Dean for Academic Affairs.
Clusters will establish a process forreviewing and discussing the Individualized Faculty Statements with the
faculty.
Although we are suggesting the completion of this first phase by
Hay 23, Clusters will be developing their own particular procedures and time
lines.
We are requesting, however, that Cluster Chairpersons submit a com¬
pleted faculty package to the Dean by August 15.
It is our intent that this IFS be viewed as a pilot attempt, with the oppo;tunity for modification possible if the concept is considered helpful.
As
you may notice, there is significantly less emphasis on the. quantitative
equivalency guidelines than in the pilot statement of last summer, altnough
some guidelines still remain for your use and information.
The «np
time 8given the difficult subjectivity of the various categories and the
cHli sonewhat unsolidified nature of the various Clusters, is mainly on th
contenfTyour promoted involvement in the School of Education through the
Clusters.
. .

■ it

fVwa ri nqter review procedures, realizing that

Steiiw S“;;
for your cooperation.

ES/nvs
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In accordance with the 1970-71 Planning Personnel Committee's recommenda¬
tions, as approved by the School of Education Faculty in the Fall of 1971
we are embarking on a school-wide program of individually negotiated pro-*
fessional responsibilities.
In the spring of each year, all faculty will
be asked to specify their goals and activities for the coming academic year,
and these statements, after review by Cluster Directors, Personnel Committee,
and Deans, will serve as a major basis for personnel evaluation and planning!
The IFS for 1973/74 will be a pilot effort with the major emphasis being on'
a personnel planning aspect. The personnel evaluation aspect of the IFS,
outside of what we hope will at least be improved knowledge and communication,
will be determined at a later date.
This procedure is intended to serve a variety of purposes, and to aid faculty
in participating we wish to specify those goals as clearly as possible.
/

First, the IFS seeks to capitalize on the fact of individual differences among
faculty members.
Rather than encouraging all faculty members to perform the
same functions (even profile), the individually negotiated statement encourages
faculty members to emphasize their strengths by devoting their greatest ener¬
gies to the functions they are most able to perform within the context of
individual, Cluster and School needs and goals.
Second, IFS hopes to encourage faculty members to take a more active part in
shaping their own careers and contributions to education.
Specifying their
goals and activities in advance will enable many faculty to avoid some of the
subtle institutional and collegial pressures that often get them involved in
activities they had no real desire to engage in.
Third, the procedure will enable individual faculty members, as well as the
School of Education as an institution, to engage in a more meaningful process
of short- and long-range planning.
As individual statements are negotiated
with Cluster Directors, the Personnel Committee and the Deans, it will become
possible to work out an appropriate fit between institutional goals and
individual goals without requiring all faculty to pursue all the School's goals
to the same degree.
In general, we see this emerging system of individualized statements as an
extremely promising and needed opportunity to serve individual as well as
institutional needs.
It is a framework within which the School has an oppor¬
tunity to help assure that its priorities are met by encouraging, rather than
discouraging, the diversity of talents, beliefs, and goals among its faculty.,
It is also a framework that could legitimize and make more visible the School s
contribution to the priorities of the larger University structure.

#
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GOAL STATEMENT

As a major purpose of the IFS is to increase and improve the amount of
communication among faculty. Cluster Directors, Personnel Committee and
the Administration, some basic goal guidelines would obviously facilitate
this process.
We are, however, cautioned by several constraints at the
outset.
Goals at best are established by an interactive and evolutionary
process, subject to the changing profile of faculty, students, administra¬
tion and the University/community environment.
The School at present is
undergoing substantial reorganization out of which will undoubtedly develop
many new profiles, making any current far-ranging statement of goals at
least premature and possibly dysfunctional to the interactivity that lies
ahead.
Suffice it to say at this time that we hope the IFS procedure will
augment this continuing goal development at the School both by providing
substantive goal inputs through interaction among faculty. Cluster Direc¬
tors and the administration and by helping to insure maximum compatibility
between institutional and individual goals.
As this interaction develops
during the coming months, the resulting goal definition should be made
more explicit through the IFS procedure.

GENERAL STATEMENT INSTRUCTIONS
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The Individual Vacuity Statement should be approximately 1-4 pages in
length with the degree of specificity primarily left up to the faculty
member and adopted Cluster procedures.
Areas to be covered would include
Teaching, Advising, Publications/Research/Projects, Internal (School of
Education) Service, External Service.
(These major categories roughly
correspond to the information requested in the Annual Faculty Report and
Evaluation.)
Please make at least some statement about anticipated acti¬
vity in each area.
If you anticipate no activity in a particular area,
please indicate.
The cover page of the IFS is attached.
Please use blank
sheets for continuation.
After completing the IFS, retain a copy and submit the original for Clus¬
ter review.
A Cluster review procedure will be established to review and
discuss with you modifications where appropriate.
Clusters should have a
completed faculty package ready for the Deans by August 15.
Any modifica¬
tions at this point will be in conjunction with the faculty member and
Cluster Director.
Statements may be altered by mutual agreement and re¬
submitted at any time in the initial process or during the academic year.
A copy of the completed IFS, along with any supporting material, will re¬
main in the individual's personnel folder in the Academic Affairs Office.
Before proceeding with the IFS, some general comments about faculty load
and profiles (even and uneven) should be helpful.
The University position
on faculty load, although not a hard and fast rule and subject to individual
Department/School interpretation, is three standard learning experiences
each semester (3/3), a standard learning experience being 3 hours/week,
semester-long (Faculty Load Hours = 40).
It is generally assumed that this
teaching load comprises approximately 60% (120 hours = 3 classes x 40 con¬
tract hours) of the faculty member's time with the remaining time, 40% or
80 hours, being divided rather equally among areas of research/publication,
service to the School/University and advising.
This is the School's posi¬
tion at this time.
An even profile for Education faculty then would consist
of the equivalent of three 3-credit learning experiences, plus reasonable
amounts of advising, research/publications and service, all of which could
be viewed as the basic "contractual obligation by the faculty.
An uneven
profile wou.1d be a mix different from the standard even profile but still
basically falling within the "contractual obligation" range of 200 hours.
Within the context of Cluster and School goals, faculty would be able to
vary their activity from semester to semester, concentrating on teaching one
In an attempt to more accurately reflect
semester, research the next, etc.
and legitimize an uneven profile, we have converted, where reasonable, proetc.) into a quantitative indicator
file elements (teaching, advising
A faculty member desiring to do nothing else but
called Faculty Load Hours,
accumulate 200 faculty load hours in this area.
teach would be expected to
(As you will see in the next section, this does not necessarily mean teaching
5 courses.)
These faculty load hours are general and obviously dependent
quantitative equivalency guidelines which we hope will assist you and your
Cluster Director to arrive at a mutually acceptable distribution of your
semester activity.
It is not our intention to engage the faculty in faculty
load hour competition, and fundamental questions of work quality and appro
priatoness^°necessarily left unanswered in this particular process, will have
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to be the basis of further interaction among faculty. Cluster Director.
Deans, etc.
We do feel that the IFS will provide an opportunity for a[
least a partial and
individually sensitive" indicator of a faculty mem¬
ber s efforts in the School in addition to providing the impetus for
improved communication which we hope will result in a maximum fit between
individual and institutional goals.

A.

TEACHING

Teaching will usually be a major focus of activity for a faculty member
and it is one of the areas that we are suggesting receive additional atten¬
tion in the explicit reward structure of the School.
A general learning
experience title, a sentence or two about the content of each anticipated
learning experience with level and amount of modular credit would be suffi¬
cient.
Also indicate separately any special aspects about the learning
experiences that you would like to have known.
We are suggesting that
special consideration be given to faculty who team teach, modularize their
learning experiences, develop new offerings, develop self-contained learn¬
ing experiences, or serve a large number (within reason) of students.
Additional aspects of teaching would include
Individualized Study (Independent Study and Practicums)
Practice Teaching Supervision

•

Quantitative Equivalencies for Teaching

...

General Policy
The Completely Modular Curriculum system will modify the historical
3 contact hours a week, 15 week learning experience by allowing more
variable (either longer or shorter) learning experience time frames.
Faculty contact hour credit will generally approximate the number of
actual hours spent in contact with the learning group assuming a
reasonable number of students in attendance.
This would translate
into a faculty member receiving 15 contact (faculty load) hours of
credit for a modular learning experience that met for 21/2 hours a
day for 5 days.
A standard 3 hour a week, semester-long learning
experience would approximate 40 hours.
We would anticipate the most
faculty members would have between 100 and 140 out of their 200 fac¬
ulty load hours from this teaching category.
Individualized Study
Because the University uses data that combines contact hours with
enrollments, individualized study can typically not be credited for
as many contact hours as are usually expended.
A straight contact
hour credit would push the cost per instructional student to an
unrealistic level.
However, in a situation like the School of Edu¬
cation where individualized study is a significant learning option
an acceptable equivalency should be established that reasonably
reflects this reality.
Although this will vary from instructor to
instructor, our guideline for individualized study is 1 contact hour
for every student.

Additionally, we suggest that, if you anticipate

12-15 students on individualized study and the subject matter is
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relatively consistent among the students, it would he to your
vantage to convert to a scheduled learning experience format
so that you could get full contact hour credit.
j^i!9^3.ce Teaching Supervision
hyldocforIiestudentsJ°rity °f ?r‘Ctiee “«<**»* supervision is done
narticinore in
supervisory assistantships, some faculty
participate in these activities to varying degrees.
Practice teaching supervision has many of the same enrollment constraints as we™
sinnort“tder dndlvlduallzed study so generally speaking vc could not
,, l*
°f3
U. . GxtGnt t^le actual number of hours expended.
Our
guideline for this category then is 3 contact hour equivalents for
every student supervised with consideration for distance travelled
etc.
*

B.

ADVISING

As a significant teaching related activity, advising has traditionally been
considered an assumed part of the teaching process.
Due t:o the extensive
student/faculty ratios that exist in the School for both the undergraduate
and graduate levels, and the resulting lumpiness of faculty involvement in
advising, increased emphasis and recognition will be olaccd on advising
during the coming academic year.
We recognize the major qualitative ques¬
tion attending any advising effort and will be trying to collect data on
that aspect later in the year.
An appropriate statement here might be number of actual advisees that you
have now that will continue next year (indicate nature of involvement where
possible, plus -the number of additional students that you would like to
accept.)
Indicate any changes or innovations that you are considering for
your advising functions.

Quantitative Equivalencies for Advising
(1)

Undergraduate Advising

Undergraduate advising is done primarily by a doctoral student staff
and the program staff of the alternative teacher preparation pro¬
grams.
If you have advising responsibilities under one of these
programs, exact equivalency should be established through the pro¬
gram director or the Assistant Dean for Teacher Preparation and
Undergraduate Programs but should not exceed one instructional con¬
tact hour equivalent per student.
(2)

Graduate Advising

There are four areas of graduate advising which are conveniently
translatable into instructional contact hour equivalencies:
member¬
ship, a chairperson of guidance committees: membership, a chairperson
of dissertation committees.
Again, recognizing individual variations,
the following guidelines are suggested:
. .

Guidance Committee membership
Guidance Committee chairperson

- 1 faculty load hour
- 3 faculty load hours
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Dissertation Committee membership - 2 faculty load hours
Dissertation Committee chairperson- 4 faculty load hours
Credit for the same student in each category should be limited to 3
CArnnchnre
semesters.

C.

PUBLICATIONS AND RESEARCH PROJECTS

In the areas of publications and research, please indicate activity in
progress or anticipated (no matter how tentative), including nature of
material and estimated amount of involvement.
While it is in the area of
Research and Publications that many faculty may wish to pursue an uneven
it is also in this area that establishing ecjuitable faculty load
hours is the most difficult for us at this time.
Although the Cluster
Director should at least be aware of all research and publication activity
related to the Cluster, a major piece of writing or research, unlike minor
publishing activity (articles, etc.) which is typically considered part of
normal faculty load (even profile), should be undertaken only after dis¬
cussion with the Cluster Director concerning the interface of individual.
Cluster and School goals.

D.

SERVICE AND ADMINISTRATION (INTERNAL)

Part of the normal expectation for faculty is service and involvement in
the University.
As a way of highlighting the variety and intensity of
these activities for many Education faculty, you are requested to indicate
the nature of as many of these actual or anticipated activities as possible.
Examples of such activities would include:
Cluster Director, School Cabinet
Representative, Standing Committee Chairperson/Member, Ombudsman, Project
Evaluations (Pass/Fail, Flexible Curriculum), etc.
Quantitative Equivalencies for Internal Service and Administration
Following are several service/administration activities which have generally
established equivalencies.
Again, many activities will be vague and the most
important concern is to identify the nature of your involvement.
Cluster Director -

1 standard learning experience or
40 hours per semester

School Cabinet -

1/2 standard learning experience or
20 hours per semester

Standing Committee
Giair person -

1 standard learning experience or

Standing Committee

1/2 standard learning experience or

Member Ad Hoc Committee
Chairperson Ad Hoc Committee
Member -

40 hours per semester

20 hours per semester
1/2 standard learning experience or
20 hours per semester
1/4 standard learning experience or
10 hours per semester

Ombudsman -

Investigator of Outside
Funded Projects ~

E.

1 standard learning experience or
40 faculty ]oad hours per semester
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depending on nature of involvement,
anywhere fi.om 0 to 2 standard learning
experiences or 80 faculty load hours. *

SERVICE (EXTERNAL)

University and community relations have continued to increase in
importance as the School of Education expands beyond its planning era
The range of potential activities defies specific equivalencies in many
cases and again the most important aspect is to indicate your area of
concern.
Quantitative Equivalencies for Service (External)
In many instances, major commitments to the University, such as Faculty
Senate speaker, etc. , will carry with them a "load release" agreement,
usually negotiated through the Provost's Office.
Other activities would
have an equivalency factor negotiated between the faculty member and the
Cluster Director.

F.

EVALUATION CRITERIA

The evaluation section of the IFS was originally included as a significant
part of the personnel evaluation function of the IFS process.
Although
this aspect of the IFS will require further development and coordination,
below are some initial thoughts presented for your information and con¬
sideration.
Completing the approximately 200 Faculty Load Hours indicated as an informal
basic contractual obligation to the School would still leave undetermined
important questions of quality and appropriateness of the effort.
These
latter concerns will have to be the primary concerns of the individual Clus¬
ter review process, Personnel Committee, and Deans.
It is our hope that the
IFS process, with its focus on before-the-fact communication, will improve
this area of personnel evaluation.
To the extent that this goal is realized,
the increasingly complex and tight reward (tenure, promotion, merit, etc.)
opportunities will be more equitably administered and hopefully move accept¬
ed.
Specifically, however, this evaluation section should now be used for
two basic purposes.
One will be to indicate the nature of the work that you
feel you are doing over and above a standard or basic contractual level.
For example, a heavy emphasis on teaching, while still carrying other re¬
sponsibilities, might well be an overload situation for you that you would
want to make explicit.
The second purpose would be to indicate the areas of
your profile where you would like to have an evaluation of your activity
receive additional focus.
For example, in the given semester in which you
are spending approximately half your time teaching and the other half doing
a major publication, you may wish to have the evaluation of the publication
area exceed that of teaching because of the magnitude and importance of the
publication in your work during that particular semester or year.
This is a
further attempt to legitimize and encourage the concept of an individualized

profile.
Some faculty in the. past have indicated this non-proportionale
evaluation by applying a percentage figure to each area which would be
somewhat different from the actual Faculty Load Hour proportions indicated
in .he statement.
Other faculty have simply made a statement- to the effect
that for that particular reporting period they would like to have a par¬
ticular area of their profile evaluated more heavily than other areas.

G.

ADDITIONAL AREAS OF INTEREST

As an additional feature for the planning element of this statement, we
would like you to indicate, beyond what you have already stated, any areas
that you would like to pursue if you had the time or the opportunity to
be released from ongoing activities.
Examples such as participation in
other Clusters, projects, programs, etc. would assist Cluster Chairpersons
and the administration as they attempt to more effectively plan for the
needs of the School and the involvement of the faculty.

jlerfity or Massachusetts
,?1 of* Education
jemic Affairs Office

1973/74
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CLUSTER AFFILIATION
'ructions :
Guidelines for completion of statement arc attached or are available in
femic At tairs Office, Room 123.
If you have not already done so, please ca/efully
'ew guidelines prior to completing statement.
Any questions can be addressed to
opnatc Cluster Director or Dean for Academic Affairs.
After completing statement
lin a personal copy and forward a copy to appropriate Cluster Director.

r flre listed categories or profile elements that serve to make up faculty load,
igories of evaluation criteria and additional areas of interest that you may with
lake known are also included.
Please make at least some statement about anticipatedvity in each area.
If necessary, use additional blank sheets.
•CACHING

^ ADVISING

ERVICE (External)

C. PUBLICATIONS/RESEARCH

D. SERVICE/ADMINISTRATION (Internal)

F. EVALUATION CRITERIA

G. ADDITIONAL AREAS OF INTEREST

i'ECTED PROFILE ELEMENT ACTIVITY (Indicate Fall and Spring Semesters)

Estima-ed Faculty
Load Hours

SIGNATURE AND REVIEW BLOCK
,ulty
iber _

Date _
Reviewed
Date
«-i

^

A

Cluster Director

Date _
Reviewed

Attachment
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PROPOSAL FOR A COMBINED INDIVIDUALIZED FACULTY STATEMENT AND ANNUAL
REPORT AND EVALUATION OF PROFESSIONAL ACTIVITIES - Adopted by Educa¬
tion Faculty, March 20, 1974.
Introduction
The following introduction is excerpted from the I.F.S. Report presented at
the March 7th Faculty Meeting.

The Individualized Faculty Statement is con¬

ceived of as a prospective statement of yearly professional activity, devel¬
oped by Education Faculty members, and subsequently negotiated in turn through
the Cluster Chairpersons and the Dean.

This process is to be initiated and

substantially completed in the Spring, in conjunction with Cluster planning
for the coming academic year.

Provisions are developed that allow for on¬

going changes to be made on the "Statement” throughout the reporting period.
The I.F.S. process serves a variety of purposes.

The development of a mechan¬

ism to provide alternatives to the standard or even profile of (listed alpha¬
betically) Advising, Publications, Research, Service (Internal and External)
and Teaching is a primary purpose described in the School's 1971 Planning
Personnel Committee Report.

This opportunity for individualizing and appro-

priately rewarding faculty contributions through an uneven or non-standard
profile (emphasizing different aspects of the profile rather than conforming
to the standard profile expectations) would serve to improve the individual
contribution to the School.

The prospective nature of the I.F.S. process

would also provide the faculty member with an improved understanding of
the appropriateness of the projected profile in view of Cluster and School
needs, a situation which would supplement the retrospective nature of the
Annual Faculty Report and Evaluation process.

This original purpose has been

extend as a result of subsequent pilot efforts and developments in the

University and School.

The focus of the I.F.S. concept now includes individual

planning for the purpose of Cluster and School planning and evaluation.
•

*

•

Significant in this extended focus are the various pressures for more effective
resource use.

For example, programmatic vitality, the ability to respond both

positively and negatively to changing needs and requirements, will have to
increasingly take place within existing resources of the University and
School.

Additional personnel pressures are developing from the potential

for legislature-mandated faculty load regulations.

The I.F.S. process, as

now evolved, is a procedure intended to help the School respond to its
. programmatic requirements while at the same time helping to insure the
appropriateness and effectiveness of a faculty member's professional relation.

ship with the School and University.
©

•

Proposal
.In.order to provide a more comprehensive, integrated personnel planning and
evaluation process, the Individualized Faculty Statement and the Annual
Faculty Report and Evaluation will be combined into a single document.

The

I.F.S. aspect of the document will provide faculty planning and before-the-fact
reaction to those plans that the current Annual Faculty Report and Evaluation
does not provide.

The Annual Faculty Report, however, will continue to

.provide primary information for faculty evaluation.

A new timeline will be developed that will allow reasonable time for faculty.
Cluster Chairpersons and Administration interaction in the process.
timeline will he as follows.*

The

Each faculty member will begin the Individualized

*This vear the timelines will be modified to reflect the late start.
Initiation
If the process will begin on March 15 with cluster level approval tahrng place
by April 26.

Dean's review will be completed by May 17.

3

- -

■

•

.

.

X

•

•

*38
•

Faculty Statement portion by March 1.

•

The information categories would

coincide with those of the current Annual Faculty Report and Evaluation.
•

•

Additional categories covering evaluation criteria and the relative weight
of these criteria would also be included.

The faculty member will review

the "Statement" with the Cluster Chairperson, keeping in perspective the
goals and needs of the individual. Cluster, School and University.

The

exact review procedure, whether individually or group administered; for
example, may vary among Clusters.

When the faculty member and the Cluster

Chairperson have agreed on a mutually acceptable plan of action, the Cluster
Chairperson signs the "Statement" signifying approval.

If agreement cannot

be reached at this level, the profile will be reviewed and negotiated where
possible at the Dean’s level with the involvement of the faculty member and
the Cluster Chairperson.

This approval stage should be completed by April 15.

When the "Statements" of a Cluster are complete, the Deans and the Cluster
Chairpersons will review the Statements, primarily from the Cluster-wide
perspective.
members.

Personal copies will be distributed to the individual faculty

This review stage should be completed by May 15.

Once the Individualized Faculty Statements have received basic approval,
substantive changes in the statements could be made throughout the reporting
1

'

. period by renegotiating the desired areas of change with the Cluster Chairperson and, where appropriate, the Dean.

This could be accomplished either

through a resubmission of the profile or amendment memos.

The Annual Faculty Repor

'

'

t and Evaluation portion of the process will be
in the Fall semester preceding the reporting academic

initiated and completed
timing.

year, as is the current

The "Report" will be reviewed with the Cluster

-4-

.

.■

’

•

•

.

•
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Chairperson who will be asked to review and fake app^priat, counts.

Tne

document will then be made available to the Personnel Committee and Dean to
assist their deliberations

•

in

determining reappointments, promotion, merit

and tenure decisions.

Personal

,

c pies of the completed document will be

forwarded to the individual faculty member.

/
Summary of Timeline
March 1

Faculty member begins to develop I.F.S. aspect of document.

April 15

Faculty member’s I.F.S
•
at Cluster level.

May 15

have been reviewed and approved

Dean will have reviewed and approved Cluster statements.

1974/75
Academic
Year

Revision of I.F.S.

Sept.
1975

Faculty member completes Annual Faculty Report and Evaluation
aspect of document.

Remainder of Fall
1975
Semester

Completed document is made available to the Personnel Committee
and Deans to assist in determining range of personnel decisions.

In order to counteract what appeared in the pilot I.F.S. to be an unevenness
in the faculty's understanding of the School's priorities and needs, develop¬
ment and dissemination of this kind of information should be continued.

This

information, hopefully developed through interaction among faculty. Clusters

and the Dean, should act to increase the shared understanding and acceptance
of overall individual and institutional priorities and needs.

The specific quantitative equivalencies developed under the pilot I.F.S. have
been modified to reflect School-wide norms.

Although the necessary supporting

data are not complete yet, we have attempted to define, operationally, a model
—J —1

t-h.it- wp hone v/ould serve as a basis for further

5

- -
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•

discussion and faculty load policy.

.

*

'

.

Suggested alternative activities ave

included within each of the reporting categories (Teaching, Advising, Service
end Administration, Publication and Research) from which an uneven profile
could be developed.
•

*

’

•

•

•

•

•

As predictably indicated by the late implementation of the I.F.S. pilot
last Spring, knowledge of the process and potential impact of the I.F.S.
must be widely established among the faculty.

A fairly extensive Cluster

Chairperson, faculty, and administrator I.F.S. development program should
Immediately follow approval of this procedure.

Suggested strategies here

.

would include presentations at Cluster meetings, faculty workshops, or
personal assistance, and Cluster Chairperson Administration workshops.

.

While the I.F.S. and Annual Faculty Report can be administered independent
of explicit School-wide and Cluster personnel evaluation criteria, it is
recommended that efforts to more effectively define evaluation criteria and
develop procedures to acquire and review this information be continued.

UNIVERSITY OF MASSACHUSETTS
AMHERST
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ROM

S^idman^sssciate ,D?an.date.
Apr J ] 12,1974
l ATE.
David fceorg.fi Assistant, OlXice for Ac*d«.ic
Afiaits..9'
iridetuic Affairs
O.School of’..Education Faculty
UBJECT.Individualized..Faculty.. Statement Proce $ <

The following attachments are being forwarded to faculty so that the
recently adopted Individualized Faculty Statement process can be
started.
The IFS is a new approach to planning that is intended to
help the School respond to programmatic requirements while at the
same time helping to promote the appropriateness and effectiveness
of a faculty member s professional relationship with the Cluster
••School, and University. With the concept of IFS receiving continuing
attention from the University, the School's experience with IFS offers
a potentially wider institutional impact.
Exact processing procedures are being developed at the Cluster level
so you should be receiving supplementary directions from your Cluster
Chairperson.
In general, however, the proposal calls for the comple¬
tion and review of the IFS with the Cluster Chairpersons and Dean
before the end of the Spring semester.
The attachments include:
1) School of Education faculty load guidelines;
2) the Individualized Faculty Statement (I.F.S.) developed in the School
of Education and integrated with the University's Annual Faculty Report
and Evaluation of Professional Activities form (A.F.R.E.).
The faculty load guidelines represent normative statements of pro¬
fessional activity for both even (standard) and uneven faculty loads
based on our current perception of the School's level of activity and
the expectations of the University Administration. These guidelines
will be further expanded and modified where appropriate by the Planning
Personnel Committee.
The guidelines are presented now to assist you in
developing your IFS.
The combined Individualized Faculty Statement and Annual Faculty Report
form is similar in content to the University's Annual Faculty Report.
This form will be used to record both the IFS and AFRE information,
although it is only the IFS portion that is to be completed (please have
typed) at this time as a projection of your professional activities for
the 1974-75 academic year.
The Annual Faculty Report portion of the
form will be completed during the Fall semester of 1975 as documentation
of your professional activities during the 1974-75 academic year.
While this form basically follows the University's Annual Faculty Report,
there are several differences.
These differences plus other points of
clarification follow:
1)

Faculty members are responsible for completing Section II-VIII.

2
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2)

Section II is an overview or summary of projected professional
activity emphasizing the ever or uneven nature of the statement.
The
overview is located here to help a reviewer of the IPS to gain a more
immediate sense of the faculty member’s profile.
3)
Section VII is added to provide faculty the opportunity to indicate
additional areas or projects of the School in which they might he interested.
Such information could be exchanged to provide better identification and use
of faculty resources.
Possible Example - A faculty member in area of Leader¬
ship and Administration would like to help administer a program in Adult
Education.
A)
Section VIII-A allows faculty member to suggest additional evaluation
processes which may be particularly appropriate to a specific aspect of
professional activity.
Possible Example - Involvement in service function
outside the School of Education is also reviewed by a community team from
that locality.

5)

Section VIII-B offers the possibility for a faculty member to focus on
areas of strength even though a basically even profile is being pursued.
Possible Example - Accomplishments in external service would be emphasized
more strongly in evaluation than accomplishments in research and publication.

GENERAL CALENDAR FOR COMPLETING INDIVIDUALIZED FACULTY STATEMENT AND ANNUAL
FACULTY REPORT PROCEDURE
Spring 1974 -

Complete I.F.S. portion of School’s I.F.S./A.F.R.E.
form for academic year 1974-75.

Fall 1974

Complete standard A.F.R.E. supplied by University
for academic year 1973-74.

Spring 1975 -

Complete I.F.S. portion of School’s I.F.S./A.F.R.E.
form for academic year 1975-76.

Fall 1975

Complete A.F.R.E. portion of School's I.F.S./A.F.R.E.
form for academic year 1974-75.

The Individualized Faculty Statement can be modified throughout the academic
year by renegotiating the desired areas of change with the Cluster Chairperson
and where appropriate the Dean.
This can be accomplished either through a
resubmission of the complete form (in case of substantial change) or memo
(in case of a smaller change).
Discussions among faculty, Cluster Chairpersons, and Deans is critical to.
the success of this Individualized Faculty Statement/Annual Faculty Repo
process.
The Individualized Faculty Statement must be developed in the
context of the professional interests and strengths of the faculty member
and the goals and obligations of the Cluster, School, and University.

ES/DG/cf
attachments
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SCHOOL OF EDUCATION
FACULTY LOAD GUIDELINES

The opportunity for alternatives to the standard faculty profile is a
major feature of the Individualized Faculty Statement procedure.*

The

following information is provided to assist your understanding of current
School of Education faculty load policy and to suggest guidelines for
pursuing uneven profiles.

The standard profile in the School of Education is the equivalent of
teaching three, 300 module learning experiences a semester with additional
activity in advising, research/publications, and service.

The following

information expands and further defines the standard profile as we currently
perceive it, suggesting examples of uneven profiles in the different areas.
Normative guidelines are developed whereever possible.

Decisions about

the composition of faculty profiles will be made primarily at the Cluster
level.

The Individualized Faculty Statement must be developed in the con¬

text of the professional interests and strengths of the faculty member and
the goals and obligations of the Cluster, School and University.

* The Individualized Faculty Statement procedure, recently passed by the
Education Faculty, is a prospective statement of yearly professional
activity developed by Education Faculty and subsequently negotiated in
turn through the Cluster and the Dean before the end of the Spring Semester
preceding the academic year being considered. The University's Annual
Faculty Report and Evaluation, has been combined with the School s IFS
into a single document. The Annual Faculty Report section of the pro¬
cedure will be completed in the Fall semester following the acacemic year
providing a retrospective report. The process for completing the IFS and
AFRE will vary to some extent from Cluster to Cluster although the inpor
tance of the Cluster involvement and opportunity for modification o tie
IFS arc constant.
For more information about this procedure
reter to t..e
combined Individualied Faculty Statement - Annual Faculty Report and Evul

uation form.

Outline of Professional Activities:
Teaching
Advising and Counseling
Research and Publications
Service and Administration
Internal (within School or University)
External (professionally related service activities outside
of University).
v
Teaching
An even profile in teaching would amount to nine contact hours a w£ek
which is roughly translated into 900 modules or the equivalent of three,
3-credit Learning Experiences each semester, assuming standard faculty
contact hours for the Learning Experiences.

The faculty contact hour

figure reflects the amount of actual time the faculty member spends in
the class.
hours.)

(A 2 1/2 hour block a week is considered 3 three (3) contact

Class size is usually a function of such factors as program

size, level of offering or instructor preference.

Although Education

LEX’s vary widely in their size, it is the amount of faculty involvement
and preparation in the LEX that is the primary determinant of faculty
load.
Study.

LEX's under five should be dropped and converted into Individualized
Individualized Study (Practicums and Independent Study) is an

important part of the teaching load with four-six students per semester
appearing to be the average.

If you have more than five-six students on

a similar individualized study project, it would be to your advantage to
convert this to a Learning Experience because the University is unable to
credit faculty for the full time that is spent on individualized study.

Advising and Counseling

2^5
The size of the School of Education's student population, undergraduate
and graduate alike, requires substantial faculty involvement in the area
of advising and counseling and is considered as a normal part of the
faculty’s load.

Undergraduate advising is tied directly to TPrc programs

and is generally (but not always) accomplished through the use of graduate
students.

Graduate advising is the responsibility of members of the

School's Graudate Faculty which currently numbers 102, 74 being category
1 (able to chair doctoral committees).

Current graduate student levels

(207 Masters and CAGS, and 905 Doctoral Students) would indicate the
following yearly graduate advising averages assuming equal distribution
of all graduate students among the School's graduate faculty.

Graduate Advising Committee Distribution
Level 2&3

Level 1

Graduate Faculty Status
1
Masters & CAGS student
advising load
.

Doctoral Student committee
Chair - Member

advising load

Member

’

Guidance/Coraprehensive Committee

6

5
O
j

r

Dissertation Committee

o

J-JQ

TPPC Program, undergraduate advising or specialized graduate advising,
(e.g.

statistical assistance)

is also included under this category.

.
Research and Publications

An even profile in this area would include continuous active engagement
in scholarly activity leading to public dissemination and/or implementation
of results.

Involvement in scholarship is a common distinction between

the normal functions of university faculty and other post-secondary insti¬
tution faculty.

While quantitative measures for activity in research and
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publications are tenuous at best, it is typically the qualitative nature

or the significance of the effort that is generally considered more in.por-

I

tant.
I

Service/Administration
Service is divided into two categories, internal and external, in order

to reflect the growing importance of external or outreach functions.

An

even profile for internal service would be characterized by an active
responsiveness to Cluster, School and University service and administration

needs.

Whether it be administrative duties, committee assignments or

special projects, this area provides the base for faculty involvement in
School and University affairs.

Even profile activity in external or outreach functions would include,
within the context of Cluster/School goals, such things as the conduct of
programs designed to solve specific local problems, in-service education
opportunities for professional and para-professional educators and a variety
of activities related to stimulating, evaluating and upgrading professional
educational services for the public.

While these activities, as developed

in a recent Provost draft memo, would not necessarily be anticipated from
all faculty members in Education, it is becoming increasingly apparent
that the Clusters will have "to ensure vigorous support for a substantial
component of demonstrable service activity in the public domain."

Another

memo from the Provost's Office (Gluckstem - March 21, 1974) cites profes¬
sionally related community and societal

service as "a response to student

demand for greater meaning to their education as well as the State's need
for greater effort to be brought to bear to solve critical societal problems.

Even Profile Summary

A standard or even faculty profile would contain activity in each of the
preceding categories.

K. B

i

r<.k

These categories are summarized below.

h>

Teaching (per semester) - Nine (9) contact hours which is gene.rally
translatable into 900 modules or the equivalent of three (3), three
(3) credit learning experiences.

Practicums,

team taught LEX's and

I

supervised LEX’s vould be adjusted accordingly.

Individualized Study

averages 406 for faculty.

Advising and Counseling - Assuming equal distribution of all graduate
students among the School’s graduate faculty, advising loads would
average the following:
Master's and CAGS Advising - 2
Guidance/
Comprehensive Committee - 11 - Level I faculty would include an
average of 6 chair positions
Dissertation Committee - 9 - Level I faculty would include an
average of 6 chair positions
TTPC program, undergraduate advising and specialized graduate advising
(e.g., statistics assistance) is also included in this category.

Research and Publications - Active engagement in scholarly activity leading
to public dissemination and/or implementation of results.

Service and Administration - divided into internal and external.
Internal - Active responsiveness to Cluster, School and University
service and administrative needs.
External - Within context of Cluster and School goals, service
activity in the public domain.

Uneven Faculty Profile
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An uneven faculty profile would deviate in some significant manner from
the even profile just presented, although at least one 300 module LEX per
semester equivalent will be the minimum teaching load required of a faculty
member in all cases.

Receiving reactions to these proposed activities

before they have been started and having equitable opportunity for rewards
with an uneven profile as with an even profile are primary features of the
Individualized Faculty Statement process.

The exact nature of the profile

including the equivalent magnitude and appropriateness of the anticipated
activity would be the object of the discussions primarily between the
faculty member and the Cluster Chairperson with eventual approval by the
Dean.

As emphasized in the memo by Vice Chancellor Gluckstern (March 21,

1974)

substantial shifts in activities may be more appropriate for tenured

faculty than non-tenured faculty.

To the extent that reasonable balance

among the four areas of teaching, advising, research and publication, and
administration and service is expected for a positive tenure decision,
differentiated activity should be carefully negotiated and thoroughly
understood by all parties involved.

The following are some general guidelines to use in developing uneven
profiles:

Teaching

At least one 300 nodule Learning Experience equivalent per semester will
be the minimum teaching load required of a faculty member.
member wished to concentrate on teaching,

If a faculty

(not pursuing extensive research,

having a light advising load and a light service contributor or administrative

2^9
activity), he/she would increase the. teaching load to the equivalent of 5.300
module learning experiences or 15 contract hours.

The faculty member would

be provided with adequate reward opportunities for successful performance
with this uneven profile.

Advising
Recognizing that there exists a very uneven distribution of advising loads
in the School, we also recognize that there are a great variety of advising
styles and expectations.

Substantial variances in advising loads should

be handled on an individual basis, paying particular attention to the
qualitative evaluation processes that the Personnel Committee has developed.

Research and Publications
Since the normative guidelines were so difficult to develop for an even
profile in this category, an uneven profile here is just that much harder.
A single example may help to provide some guidance.

While the research

and development in writing a book may take years, the actual writing of
the book may best be done in one continuous time block such as a semester.
If it could be determined within reason that this had the potential of
being a major, significant effort, and that it could be completed during
a specified period, the time needed to complete the book could be viewed
as the major portion of the faculty member's load for that period.
activities in other categories would be reduced accordingly.

The

The previous

years of research and development would probably be construed as normal
research and publication activity.

Service/Administration

The following are examples of service/adrainistrative activities which

we feel fall outside of normally expected faculty load and which should
receive additional consideration:

Internal:

Cluster Chairperson, Executive Committee, Personnel Committee,

Ombudsperson, Project Director of Outside Funded Projects, TPPC program

director or other major TPPC responsibility.

The exact load equivalency

6hould be established on an individual basis between the faculty members
and the Cluster Chairperson with the approval of the Dean.

External:

(without additional compensation)

Involvement in a professionally

related service program, Chairperson or substantial involvement in a major
professional committee, organizational responsibility for a professional
education association, in-service training program with education institu¬
tion.

Attachment H.
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INDIVIDUALIZED FACULTY STATEMENT ANNUAL FACULTY REPORT AND EVALUATION OF PROFESSIONAL ACTIVITIES

s?It!mentP(ZFS)Uand th^Universi t JTlnnual Facul tv'l^nor!

fCH°°l

Edura“on’8 Individually Faculty

alonal activity l. nrovldaS in ^ /f and retro9Pf(«lve (AFRE) bn,is.
(Additional Information on profcAcaSeiic A flira Of?ice t
> Faculty Load Guidelines which la available In thl
Ac
c Affairs Office.)
The Individualized Faculty Statement must be developed In the conc-xt of the nro
Ind8Unive«it"e8CS

9trength8 of the facu^y member and the goals and obligations of the Cluster. School

The Individualized Faculty Statement portion of the form (preceded by "tFS" and I-1) „m be conolcted
by the faculty (Section. II - VIII) and reviewed at the Cluster level and by the^aT Cluster ChalrperL
and faculty coraraenta/slgnature will be completed after Dean's review with Cluster Chairperson. This should
submitPin tioed foLt" in ^he.Spri"8 sJ;me8ter preceding the academic year being considered. Copies (please
bv the D..nyP ThI IFS « h
sni s
faCUlty and Cluster Chairperson with the original form being sept
rh.nae wnh’rh^ri
rh ! nodUied throughout the academic year bv renegotiating the desired areas of
change with the Cluster Chairperson and, where appropriate, the Dean.
This can be accomplished either
through a reaubmlsslon of the form (in the case of substantial change) or memo (In the case of a smaller
change).
In the Fall following the academic year, a copy of the form with the IFS portion completed, will
fLonUrnern° !mty V' °tder to complete the Annual Faculty Report and Evaluation portion of the form
(Sections III - VIII and XII).
Copies of the completed form will be kept by the faculty and Cluster Chairperson with the original form being kept by the Dean.
The form, with completed Individualized Faculty
Statement and Annual Faculty Report portions, will be made available to the Personnel Committee and Dean to
assist their deliberations in determining various personnel decisions.
A copy of the completed form will be
submitted to the Provost s Office.
Comments on the form will be made available to faculty.
Additional
directions for completing and distributing the form will be found in the attached cover memorandum. Addi¬
tional comments can be appended on a separate sheet.

For the Period September 1
ame

. Date.

cluster.,..

1974 to August 31, 1975
_Salary History
.
/_/9 mo.
/ /12 mo.

School.
Highest Degree

ank. and Date.
ears in
Date of First
Tenure
>resent Rank. UMass Appointment. Decision Year....

f

I.

Sept.
Sept.
Sept.
Sept.
Sept.

1975
1974
1973
1972
1971

Overview of Projected Individualized Faculty Statement

\FS: Overview of 'projected professional activity comprising IFS (statement should
include nature of faculty activity, indicating whether even or uneven, and, if uneven,
hat will he emphasis. Additional information on professional activity is provided in
yhe School’s Faculty Load Guidelines). This is an abstract of the following pages and
e recommend that the faculty member completes this section last.

-2III.

NAMK

Teaching

252

l'.,/FS:
~^/rrjfn9 Experiences projected for Education Students.
(Include projected.-1
tUs.
brtef descriptions, credits, enrollments3 team or supervisory relationship.
Mso 'include amount of zndividualized study anticipated.)
P
Fall 1974

Spring 1979

A .
Report:
Learning Experiences (Include number, title, credits, enrollments, team
or supervisory relationship.
Also include amount of individualized study).
Fall 1974

Spring 1975

B.
IFS:
Describe any major changes/improvements in your teaching approach or res¬
ponsibilities that you anticipate during the next academic year.

B1 .

Report:

Describe any major changes in your teaching approach or responsibilities

during the last year.

IFS:
What do you anticipate may be some major teaching activi ties next year in
C.O.P.j Resi• special programs - off campus or outside the School of Education (e.g.
1dential Collegess CCEBS, Honors, UWW, etc.).

F]

Annual Faculty Report and Evaluation
C •
Report!
(ag. C.O.P.,

IV.

-3-

NAME
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What were your major
teaching activities last year in special programs
Residential Colleges, CCEBS, Honors, UWW,
etc.).

Advising and Counseling

A •
Report.
List separately doctorate, masters and honors thesis students who worked
under your direction last year.
Indicate doctorate students who completed major aspects
of their program during the year (eg. comprehensives, orals, etc.).

i

B. IFS:
In addition to the students listed under IV. A. _, do you anticipate any major
responsibilities in advising and counseling at the School next year.
List students'
guidance and dissertation committees where you will be a member but not the chairman.

B' .
Report:
In addition to the students listed under IV.A'., what were your major
responsibilities in advising and counseling at the School last year.
Include guidance
and dissertation committees where you are a member but not the chairman.

V.

Research and Publications

A'.
Report:
Books (give full title, publishing date, etc.; where applicable, indi¬
cate work completed and accepted for publication or not yet accepted for publication).

B.
IFS:
Articles, Abstracts, Chapters, Pamphlets, Reviews (indicate nature of con¬
tent, stage of completion, and anticipated date of publishing).

B’.
Report:
Journal Articles, Abstracts, Pamphlets, Reviews (give full title, pub¬
lisher, date, etc.).
Indicate work completed and accepted for publication.

: C*.

Report:

Presentations,

research projects, editorships and other professional

activities engaged in this year.

Individualized Faculty Statement
Annual Faculty Report and Evaluation
D* .
Report:
future).

VI.
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NAME

Research or Scholarship now actually in progress (not planned for the

Service and Administration

A. IPS:
Describe Cluster and School of Education Committee involvement or adminis¬
trative activities anticipated or desired for the coming year.
Factors like major
time commitment, chairs, etc. should be indicated where possible.

A'.
Report:
Describe Cluster and School of Education Committee involvement or admin¬
istrative activities involved in during the year.
Factors like major time commitment,
chairs, etc. should be indicated.

mr—rr

B. IFS:
Describe University committee involvement or administrative activities anti¬
cipated or desired for the coming year.
Factors like major time commitment, chairs,
etc. should be indicated where possible.

B1.
Report:
Describe University committee involvement or administrative activities
involved in during the year.
Factors like major time commitment, chairs, etc.
should be indicated.

—

[)escrQie u0ur anticipated involvement in activity falling outside the Univer¬
sity but still considered a professionally related service activity (eg. government
or community service, consulting, eta. without compensation generally).

6-

-
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NAME

yY

P :
;HiiT b
lnvolvG">ent in activity which fell outside the University
but should still be considered professionally related service activity (e.g. governmei
or community service, consulting, etc. without compensation generally.

Describe any anticipated professional activities or accomplisJvncnts during
the coming year which are not adequately covered in the previous sections,
bxclude
projected activities for the 1975 January break, and Marathon.

D* .
Report:
Describe any professional activities or accomplishments during the past
year which are not adequately covered in the previous sections.
Include activities
during the January break and Marathon.

VII.

Additional Areas of Interest

: IFS:
Indicate additional areas of interest or desired participation which you would
like to pursue in the School which are not reflected in the previous sections.

Evaluation Criteria
4.
IFS:
In addition to the conventional Personnel Review Processes used to evaluate
teaching, advising and committee work, research and/or writing, service and/or admin¬
istration, if you wish indicate additional or alternative processes or sources of
, information you would suggest being used.

A’.

Report:

Indicate any modifications from original statement in VII.A. that you

would like to have considered.

Individualized Faculty Statement
Annual Faculty Report and Evaluation

B''lHR^rt;
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NAME.

Jndlcate a7 notifications from original statement in VII.B

would like to have considered.

; IX.

'

that vou
cnaL y°u

Cluster Chairperson Comments-

IFS:
\priate).

Comments of Cluster Chairperson[and Cluster Personnel Committee, if appro (Please include basis for review.)

Date

Signature of Cluster Chairperson

Report:
Comments of Cluster Chairperson and Cluster Personnel Committee (if
appropriate).
(Please include basis for evaluation.)

A*.

Individualized Faculty Statement
Annual Faculty Report and Evaluation
X.

NAME.

School Personnel Committee Comments

A'.
Report:
uation).

Comments of School Personnel Committee (Please include basis for eval

Date
XI.

4.
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Signature of Chairperson of Personnel Committee

Dean's Comments

IFS:

Dean's Comments_, if appropriate.

Date_Signature of Dean
A'.

Report:

Dean's Comments,

Date
XII.

if appropriate.

Signature of Dean

Faculty Review

4. IFS:
1 have reviewed the comments in Sections IX.A.
tional statement3 with copies, may be appended).

X.A.j and XI.A.

(an addi-

In addition, I
A'.
Report:
I certify the accuracy of Section I through VIII.
have read the comments in Section IX.A' ., X.A’., and XI.A', (an additional report,
with copies may be appended).

Date

Signature of Faculty Member

Attachment I.
SCHOOL OF EDUCATION
ACADEMIC AFFAIRS
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June 10, 1975

INDIVIDUALIZED FACULTY STATEMENT PROCESS
FACULTY QUESTIONNAIRE

CLEAR

.

1

fa^Uy statement Process as you understand
it.
On a low/high scale of 1 through 5, rate how well you think you
understand the IFS process.
you

1 2 3 4 5
2.

What benefits,
process?

3.

What disadvantages,
IFS process?

4.

Below are three objectives that were explicitly stated during the devel¬
opment and approval of the IFS process.
While additional objectives or
outcomes will undoubtedly evolve during the IFS process, I would like
your estimate of how well we have so far met these objectives.
Please
comment in addition to indicating general estimate on a low/high scale
of 1 through 5.
a.

if any, do you see for you in participating in the IFS

if any do you see for you in participating in the

Provide a mechanism for legitimizing individualization of profes¬
sional activity.

1 2 3 4 5
b.

Provide faculty with more knowledge about the Cluster and School
programs and personnel.

1 2 3 4 5
c.

Provide an ongoing mechanism for individual and program planning
at the Cluster and School level.

1 2 3 4 5

CLEAR
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5. What additional outcomes have occured or are occuring as a result of the
IFS process that you feel are significant?

6. How do you think the Cluster faculty view the usefulness/effectiveness
of the IFS process?
Please comment.
On a low/high scale of 1 through
5, how would you currently rate this view?

1 2 3 4 5
7. How do you think the Cluster Chairperson views the usefulness/effective¬
ness of the Cluster’s experience with the IFS process?
Please comment.
On a low/high scale of 1 through 5, how would you currently rate this
view?

1 2 3 4 5
8. How do you think the Deans view the usefulness/effectiveness of the IFS
process?
Please comment.
On a low/high scale of 1 through 5, how would
you currently rate this view?

1 2 3 4 5
9. Describe your knowledge of your Cluster’s programs and personnel.
Describe on a low/high scale of 1 through 5 how you would currently rate
this knowledge.

10.

(List separately.)

12345

(programs)

12345

(personnel)

Describe your
separately.)
rate this knowledge?

12345

(programs)

12345

(personnel)

,T CLEAR
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11. What procedures did you use to complete your individualized faculty
statement form?
(Examples:
Completed at one time, completed over
a period of time, by yourself, in a group.)

12. Approximately how much time did you take to complete the initial
statement?

13. What kind of ongoing review process do you anticipate using in order
to keep your individualized faculty statement up to date and your
Cluster Chairperson informed as to your professional activities?

14. To what extent do you anticipate that your initial statement will
correspond to your actual activity?
Please comment.
On a low/high
scale of 1 through 5, indicate the degree of correspondence.

1 2 3 4 5
15. To what extent does your current professional activity correspond
with the professional activity that you would like to engage in?
Please comment.
On a low/high scale of 1 through 5, indicate the
degree of correspondence.

1 2 3 4 5
16. Are there changes that you would suggest for the IFS procedures?

17. Are there changes that you would suggest for the IFS

19.

.

20

What suggestions would you make concerning strategies for improving
faculty members’ knowledge of the IFS process?

How would you describe your support of the IFS process?
On a
low/high scale of 1 through 5, please rate this support.

1 2 3 4 5
21.

Have you gained any new understanding about the Individualized
Faculty Statement through completing this questionnaire?
Please
comment.
On a low/high scale of 1 through 5, how do you now rate
your understanding of the IFS process?

1 2 3 4 5
22.

Is there anything else you might want to comment on regarding the
Individualized Faculty Statement or related matters?

CLUSTER FACULTY PROFILE - 197^-1975 (CONDENSED)
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PROFILE

DESIGNS FOR EFFECTIVE LEARNING CLUSTER

August, 1974

Barbara J. Love
Cluster Chairperson
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DESIGNS FOR EFFECTIVE LEARNING CLUSTER
OUTLINE

I. Introduction

II. A Cluster Perspective
A.

B.

Shared Commitments
1.
2.
3.

Learning through experience
Learning throughout life
Learning to change

4.

Learning through diversity

Creating a New Design for Higher Education

III. Organization of the Cluster
A.

The Cluster Learning Center Directors Council

B.

Cluster Learning Centers
1.
2.
3.
4.
5.
6.

C.

Human Potential
Insructional Applications of Computers
Integrated Day
Laboratory for Psychometric and Evaluative Research
Off-Campus Teacher Education Program
Urban Education

The Undergraduate Council
1.

ANISA

2.
3.
4.
5.

CATT
CUETEP
METEP
OCTEP

IV. Systems of Communication
V. Affirmative Action
APPENDICES
A.

Cluster Learning Center Descriptions

B.

Cluster TPPC Program Descriptions

C. Cluster Profile Chart
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LIST OF CHARTS

CHART I

Cluster Organization

CHART II

State Money Positions

CHART III

Distribution of Faculty by Rank and Tenure

CHART IV

Distribution of Faculty by Affirmative Action

CHART V

Student Population by Learning Center

CHART VI

Cluster Learning Center Directors
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Undergraduate Teacher Programs
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Profile by Learning Centers

CHART IX

Special Projects by Learning Centers

CHART X

Affirmative Action Breakdown* of Cluster
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DESIGNS FOR EFFECTIVE LEARNING CLUSTER

Cluster Learning Center Directors form a decision-making Council,
facilitated by Cluster Chairperson.

CLUSTER CHAIRPERSON

LEARNING CENTER DIRECTORS

UNDERGRADUATE COUNCIL

Human Potential
Instructional Application of Computers
Integrated Day
Laboratory for Psychometric and Evaluative Research
Off Campus Teacher Education Program
Urban Education
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INTRODUCTION

This profile is intended to provide a context for the consideration
of Individualized Faculty Statements prepared by faculty in the Designs
for Effective Learning Cluster.

The aim is to provide a brief statement

of the organizational pattern of the Cluster,

goals, and commitments

of the Cluster, with some discussion of anticipated directions in the
coming year.

The individual faculty member's professional growth and

development should form part of this contextual consideration.
Faculty activities listed in individual profiles reflect a commitment
to Center, Cluster and School-wide priorities:

Thus, the Teacher Prepara¬

tion Program Council Racism Resource Center, which serves a school-wide
undergraduate and graduate population in efforts to develop effective
strategies for combatting racism in American education, is supported
and directed primarily by Cluster faculty ; the Laboratory for Psychometric
and Evaluative Research,

developed and supervised by Cluster faculty,

offers courses and a consulting service for faculty and students in the
Cluster and in the School.

In addition, Lab faculty and staff work with

a variety of projects in the Cluster and School in the development of an
appropriate evaluation component;

the Off-Campus Teacher Education Program

functions as a Cluster Learning Center while offering learning experiences
for a school-wide undergraduate population;
Teahcer Education Programs, CUETEP,

the Center for Urban Education

the Malcolm X Teacher Education Program

and the New Haven Teacher Education Program,

remain some of the primary

vehicles through which the School operationalizes its co»itnent to offering
higher educational opportunities to diverse populations; the Integrated Day
Program continues to be a primary expression of the School's comment to
open space concepts in education; the AN ISA Program, the most comprehensively
articulated expression of an Early Childhood Education Model; and the Instruc¬
tional Applications of Computers Program, which serves a school-wide popula¬
tion in computer literacy and computer technology to the school computer,
has an unique approach to the issues of racism and sexism.

Through the

examination of some of the pre-programmed biases of technology, students
get a distinct view of how racism and sexism operate in an institutional
framework.

A CLUSTER PERSPECTIVE

Many students, staff, and faculty have been attracted to the School
of Education at the University of Massachusetts at Amherst by opportunities
for learning and action which can improve America’s schools.

Faculty and

students who share commitments about both the goals and processes of change
have come together in centers or programs in order to gain effectiveness
for reaching outside of the University campus.

Functional groups have

developed programs, found support for students, and learned through accumu¬
lated experience about the pitfalls and possibilities for changing teacher
preparation, leadership training, and the classroom experience for all
children.
A mixture of program commitments, innovations strategies, diverse
people, and high ambitions produced both large frustrations and important
successes.

Probably the most successful programs came from a combination

of graduate and undergraduate programs with specific goals such as improving

urban schools or developing effective open classrooms.

By combining

' ^

programs with academic disciplines, a new model for higher education began
to emerge.
Many groups in the School of Education have stepped beyond the safe
ground of available resources, traditional course offerings, and students
pre-screened by Graduate Record Exams.

They have shifted their emphasis

from pre-service training for undergraduates on campus toward a combination
of educational offerings including off campus programs of in-service train¬
ing, college programs for paraprofessionals, alternative school liaisons,
longer internships, modular offerings, performance criteria based certifica¬
tion, and special programs for training minority teachers.

Happily, that

effort to develop new programs reaching off campus and attracting a diverse
and experienced student body has brought great new strengths for carrying
out existing responsibilities to undergraduates on campus and to teachers,
administrators, and counselors in the state.
Those risks have brought exhilaration and some painful lessons about
the ignorance and timidity which limit our effectiveness.

The change

process for schools and for universities has not been clear and easy.
considerable progress has been made.

Yet

Despite some criticisms and controversy

which have brought about a change in the School's governance, those groups
which have functioned well should continue to build at this point in time.
Some of these groups have come together in the Designs for Effective
Learning Cluster to enhance their strength.
We have learned from the past that useful clustering should be based
on enough shared commitments so that cooperation can grow and conflicts can
become a means for learning how better to reach our goals and purposes.
Within the Cluster, groups work together on the basis of specific strategies
for change.
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SHARED COMMITMENTS
I.

Learning through Experience
The goal is to create institutional means for a reality-based education

for .undergraduates, graduates, and in-service personnel.

This means

involving undergraduates in internships of sufficient length in the best
possible learning environment; involving graduates in developing and
running programs; and involving faculty in program development and manage¬
ment.

This effort is seen as a confirmation of academic disciplines as a

way of providing continuous feedback and practical applications for those
disciplines.
We have identified the following as essential components for a realitybased education:
a)

field work or practicum a major part of every degree

b)

experience as one major criterion for graduate admissions

c)

major involvement in urban as well as suburban and rural
environments

d)

integration among research, curricula development, administration,
higher education

e)
II.

linkages between course work and field programs

Learning throughout Life
t

The goal is to create models for open-ended education for all involved
in the education process — from students and paraprofessionals through
administrators, parents, and community leaders.

Recurring education means

a range of programs along with traditional undergraduate and graduate pro
grams designed to reach groups who have been considered too old, too poor,
or too unmotivated and those who have been regarded as having completed
their training.
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Our checklist for this commitment includes:
a)

in-service together with pre-service training programs

b)

career lattices to stretch from paraprofessionals to Master
Teachers

III.

c)

adult involvement, parent participation, and community development

d)

admission of students who would not traditionally be included

e)

both degree programs and informal and in-service training

f)

respect for the importance of on the job learning

Learning to Change
#

The goal is to enable schools, programs, and institutions to adapt
through continuous self-renewal for the needs of the future.

Those who

will be successful change agents will continue to develop healthy percep¬
tions of themselves and others.

They must have a realistic knowledge of

what schools are, combined with a vision of what schools can become.

Helpers

will need to become more concerned with human processes and the structures
underlying them.
With the belief that openness to experience will facilitate change,
programs will encourage great involvement of learners in the teachinglearning process.

Learners will explore innovative approaches to learning

(integrated day, team teaching, differentiated staffing, and individualized
curriculum).
Our checklist would include:
a)

alternative change strategies

b)

development of competencies

c)

fostering discovery

d)

flexibility in approach and methods

e)

encouraging learners to set their own goals, uncover resources,
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and develop diagnostic skills

f)

self-renewal of our own programs

8)

utilizing existing potentials and directions for change within
the schools, media, and larger social environment

IV.

Learning through Diversity
.This goal means combatting institutionalized and personal racism in

our own programs and

in training others to do so.

Equity requires opening

education and programs to poor and minority citizens who have been his¬
torically omitted from higher education.

Equal educational opportunities

require ending all discrimination including sexism.

It means programs

for minorities in urban areas, a commitment to multi-racial, multi-ethnic
staff and students, and a continuous examination of curriculum programs
and practices in terms of combatting racism in schools whose programs and
staffs are overwhelmingly white and middle class.
The following are essential to achieve this goal:
a)

combatting institutionalized and personal racism as 3 first
priority

b)

honesty about the hidden curriculum of inequality for poor
and minority students

c)

a diverse faculty, staff and student body with a team approach
l

to problem-solving
d)

educational involvement based on community development — rejecting
panaceas or token solutions for the hand work of involving all
groups in a process of change and growth.
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CREATING A MEW DESIGN FOR HIGHER EDUCATION

The goal of these commitments is to evolve an institutional model for
a

deSlgn

~r hiSher Nation.

This means undertaking reality-based

research evolving from experience in on-going programs and in developing
new programs.

The whole Cluster, through a commitment to its programs,

becomes an environment for developing responsible action and self-initiated
learning.

A success-oriented approach and a demand for building on strengths

creates the hope factor for the group and for individuals in the group —
the hope that actions count and goals are attainable.
ORGANIZATION OF THE CLUSTER
The Designs for Effective Learning Cluster is comprised of six learning
centers (see Chart I), with 18 state money positions (Chart II, III and IV),
one soft money position, and

adjunct faculty members.

a graduate student population of

The Cluster serves

and an undergraduate student.population

of
THE CLUSTER LEARNING CENTER DIRECTORS* COUNCIL
The Cluster Learning Center Directors' Council, facilitated by the
Cluster Chairperson, is the primary decision making body in the Cluster.
Learning Center Director is a member of this Council (Chart V).

Each

This group

meets twice per month on a regularly scheduled basis, and on an ad hoc basis
to consider pressing issues.
for consideration.

Key issues are referred to the Learning Centers

The CLCD Council then makes a decision which is imple¬

mented by the Cluster Chairperson.

(E.g., each Center forms a graduate

student selection committee which recommends a list of applicants to the

CLCD Counci1,

final decision Is made by the CLCD Council and implemented

by Cluster Chairperson.)

This body also serves as a primary vehicle for

communication in the Cluster; between Learning Centers and between Learning
Centers and major school committees.

All Cluster faculty and graduate student

are invited to participate in Council meetings.

CLUSTER LEARNING CENTERS
There are six Learning Centers in the Cluster.

The profile of Learning

Centers (included in Chart VI) provides a brief overview of the Cluster
Learning Centers.

A more detailed description of Learning Centers is

included in Appendix A.

THE UNDERGRADUATE COUNCIL
The Cluster Undergraduate Council is composed of representatives of
each of the Cluster TPPC Teacher Education Programs (Chart V).

This Council

facilitates collaboration between undergraduate programs in the Cluster for
effective and efficient attainment of shared goals.

There are currently ten

undergraduate teacher education programs in the Cluster.

A detailed descrip¬

tion of each program is included in Appendix B.
SYSTEMS OF COMMUNICATION
A variety of modes are utilized in the Cluster to insure communication
and interaction between Cluster members and to promote interaction of Cluster
members with issues in the School.

These communication patterns focus on

School-wide issues through the Cabinet, and Cluster and Learning Center
related issues through the Cluster Learning Center Directors' Council.
The CLCDC
The Cluster Learning Center Directors' Council serves as a primary
vehicle for communication in the Cluster.

The CLCDC provides the basic
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DISTRIBUTION OF FACULTY BY RANK AND TENURE

I

RANK

i|

Tenured Professor

2

f

Non-Tenured Professor

0

Tenured Assoc. Prof.

2

Non-Tenured Assoc. Prof.

4

Tenured Asst. Prof.

0

j

FALL 1974

|

Non-Tenured Asst. Prof.

|

Tenured Instructor

0

Non-Tenured Instructor

0

!

Lecturer (or equivalent)

0

j

Other (Coaches, Extension, etc.)

0

I

Vacancies

0

j

TOTAL

18

10

CHART III

DISTRIBUTION OF FACULTY BY AFFIRMATIVE ACTION

MINORITY
FEMALES

'NON-MINORITY
FEMALES

2

2

MINORITY
MALES
6

NON-MINORITY
MALES
8

CHART IV

t

designs for effective learning cluster
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STUDENT POPULATION BY LEARNING CENTER

GRADUATE

UNDERGRADUATE

Human Potential

10

Instructional Application of Computers
Integrated Day
•
Laboratory of Psychometric & Evaluative
Research
»

Off Campus Teacher Education Program
Urban Education

N.

65

*400

*includes Brooklyn, Worcester and Springfield Career Opportunities Programs;
Malcolm X and New Haven Teacher Education Programs (officially recognized by
TPPC) .

CHART V

CLUSTER LEARNING CENTER DIRECTORS

Human Potential-

-Daniel Jordan

Instructional Applications of Computers-

-Howard A. Peeile

Integrated Day-

-Masha Rudman

Laboratory for Psychometric and Evaluative Research

-Ronald K. Hambleton

Off Campus Teacher Education Program-

-William Fanslow

Urban Education-'

-Cleo Abraham

1
CHART VI
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TEACHER PREPARATION PROGRAM COUNCIL
UNDERGRADUATE TEACHER EDUCATION PROGRAMS

CUN1EK

TPPH PpnnPAM

Human Potential

ANISA

Instructional Applications of Computers

.

Integrated Day

CATT
METEP

Laboratory for Psychometric and
Evaluative Research
Off Campus Teacher Education Program

OCTEP

Urban Education

Brooklyn Career Opportunities
Program
CUETEP
Malcolm X Teacher Education
Program
The New Haven Teacher Educa.tion Program
Springfield Career Opportuni¬
ties Program
Worcester Career Opportunities
Program

;

T

*

CHART VII
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SPECIAL PROJECTS BY LEARNING CENTER

CHART IX

forum for information sharing, discussion of issues and involvement in
decision making at the Cluster level.

Information to be shared and issues

to be discussed may be identified at any one of three levels:

a)

In the Learning Centers.

In addition to information regarding

center programs, issues and information of Cluster and School
concern are often generated at the Center level.

Such informa¬

tion and/or issues are placed on agenda for a CLCDC meeting.
After discussion of the CLCDC meeting, appropriate steps are
taken to insure full sharing and discussion with all Cluster
members.

If the item is determined to be a School concern,

the Cluster Chairperson takes the item to the School Cabinet
for discussion.
b)

In the School Cabinet.

Major issues of school-wide concern

are often identified for initial discussion by the School
Cabinet.

Some recent examples include (1) establishing

School priorities,
Chairperson and

(2) defining the role of the Cluster

(3) reviewing the mandate of TPPC.

Some

recurring examples include (1) allocating faculty positions,
(2) allocating assistantships and (3) allocating admission
slots in the School.

Before major decisions can be made by

the Cabinet, appropriate procedures to insure widespread
faculty discussion are required.

A major step in any such

proceeding involves Cluster Chairperson initiating discussion
and soliciting feedback from Cluster faculty.

Opinions and

perceptions of Cluster faculty become the basis of further
discussion in the Cabinet and eventual decisionmaking.
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SYSTEMS OF COMMUNICATION

'

Figure 1

CLUSTER
LEARNING
CENTERS

SCHOOL
CABINET

CLUSTER
UNDERGRADUATE
COUNCIL

CLUSTER
LEARNING
CENTER
DIRECTORS’
COUNCIL

SCHOOL
COMMITTEE

c)

The CLCDC.

In addition to serving as a funnel for information^

flow from Cluster Learning Centers to the School Cabinet, the
CLCDC may identify issues for discussion in the Learning Centers
and in the School Cabinet.

The CLCDC makes final decisions on

allocations of resources in tbe Cluster as well as direting
efforts to generate new resources.

Much of the discussion

regarding growth and development of the Cluster and the
establishment of new directions take place in the CLCDC.

The

matrix illustrated in Figure 1 best describes overall communica¬
tions patterns in the Cluster.

Cluster Meetings
Regular meetings of the Cluster membership are of three types:
semi-annual meetings of all Cluster faculty and graduate students;

(1)
(2)

monthly luncheons for all Cluster faculty; and (3) a Designs for Effective
Learning course to be discussed in a different section
1)

Semi-annual meetings.

At the beginning of each semester, all

faculty and doctoral students, including incoming doctoral students,
assemble for what may best be described as an orientation session.

This

session has five basic purposes:
Goals:
1.

To introduce Cluster faculty

2.

To introduce Deans and key people in School of Education

3.

To provide an Orientation for new students to the Cluster,
Learning Centers and the School of Education

4.

To provide an opportunity for interaction between faculty,
incoming, second and third year graduate students

•

5.

To introduce the "Designs for Effective Learning" course.
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Format:
A three hour evening session to be divided between formal
presentation and a social hour.

The formal presentations

are to provide a structure for dissemination of information
relative to the School, Cluster and DEL Learning Centers.
The social hour provides a structured opportunity for
small group and individual interactions and serves basically
as a get acquainted session.
2)

Faculty luncheons.

A series of dates are reserved at the beginning

of each semester for faculty luncheons.

The aim is to provide an informal

session in which faculty may share ideas, discuss issues and plan for collabora¬
tion.

No formal agenda(s) are presented and discussion requiring a decision

is discouraged.

Developing collegiality and inter and intra Center support

systems becomes part of the goal.

The Designs for Effective Learning Course
Goals of Course:
1.

To introduce Cluster Learning Centers, faculty and areas
of interest.

2.

To acquaint students with the School of Education.

3.

To provide an opportunity for interaction between Cluster
faculty and graduate students.

A.

Sharing ideas regarding major issues in education and provide
a forum for discussion of alternative solutions.

Format of Course:
A series of 12 Thursday evening sessions centering around three
categories:
I.

Introductions and discussions by faculty and staff
Cluster Learning Centers (3 sessions);
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II.

Discussions of major themes in education with presenta¬
tions from panels of Cluster faculty; sessions and

III.

A series of work social sessions in which graduate
students discuss major theme for next class session
and generate a list of issues and concerns which become
part of material for Class discussion.

The work groups

would meet at the beginning of the session and the second
half of the session would be a social hour providing time
for students in different Learning Centers to interact and
»

share ideas.

The initial work/social session would be

devoted to developing themes which students wanted on the
Agenda for the course.
Other
Collaboration on Cluster and Learning Center projects is an important
communications vehicle in the Cluster.

Faculty work with each other in varied

Cluster projects in pursuit of shared commitments and common goals.

An

important dimension here is the involvement of graduate students in the
development and operation of Center and Cluster programs.

The Undergraduate

Council, discussed earlier in this profile, adds yet another dimension to the
communications process.

Finally, memo(s) continue to be the most convenient

vehicle for immediate sharing of timely issues and decisions made.

Notes on

CLCD meetings take the form of a memo and are shared with all Cluster faculty.
Short memo(s) listing 'target dates' and 'watch out for' events keep faculty
posted on significant events in the School.
AFFIRMATIVE ACTION

The Cluster articulates its commitment to the concept of affirmative
action in a variety of forms.

On a very basic level, this means maintaining

a diverse faculty and student population.

A look at the breakdown of Cluster

population reveals 8 minority and 12 non-minority faculty; 5 female and 15 male
faculty members; and

minority and

non-minority graduate students.

In addition to maintaining a diverse Cluster population, this commitment
becomes part of the process by which other Cluster commitments are achieved.
Some of our models include:
1)

Developing special programs for minority teachers.

2)

Maintaining a major involvement in urban environments.

3)

Designing programs to reach groups who have traditionally
t

been excluded from higher education.
4)

Designing career lattices to stretch from paraprofessionals
to Master teachers.

Finally, this commitment means combatting institutionalized and personal
racism in our own programs and in training others to do so.

Equity requires

opening education and programs to poor and minority citizens who have been
historically omitted from higher education.

Equal educational opportunities

require ending all discrimination including sexism.

It means programs

for minorities in urban areas, a commitment to multi-racial, multi-ethnic
staff and students, and a continuous examination of curriculum programs and
practices in terms of combatting racism in schools whose programs and staffs
are overwhelmingly white and middle class.

I
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